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ABSTRACT 
“Help Me Play,” an evidence-based, client-centered and theory-driven training 
program facilitated by an occupational therapist, provides educational opportunities for 
early childhood educators to support the development of social play among preschool 
students in an inclusive classroom setting. Despite the belief of early childhood educators 
of the importance of social play, research suggests lack of pre-service or in-service 
training focusing on how they can support social play effectively in the classroom (Vu, 
Han, & Buell, 2015).  
“Help Me Play” consists of four weekly two-hour workshop sessions and an 
individualized 30-minute coaching and feedback training session. The workshop sessions 
are held in small groups of eight to 12 individuals, and cover the following topics: 
definition and benefits of social play, assessment of social play needs, environmental 
supports and barriers, and strategies to facilitate social play. The coaching and feedback 
session is held upon completion of the workshops and scheduled at the participants’ 
convenience. During this session, the facilitator may use prompting, modeling, feedback 
and encouragement to support the teacher in using scaffolding strategies. 
  vi 
In line with adult learning principles highlighting active participation, the 
workshop sessions are organized using Kolb’s (1984) Model of Experiential Learning, 
which posits that experience is the building block of learning. Each session begins with 
concrete experience (i.e. engaging in an activity), followed by reflective observation (i.e. 
relating the activity to past experience), abstract conceptualization (i.e. gaining 
knowledge and skills) and active experimentation (i.e. testing out new skills and 
abilities). Another theoretical framework that guides the program relates to the concepts 
of zone of proximal development and scaffolding in Vygotsky’s (1978) social 
development theory. Vygotsky (1978) defined the zone of proximal development as the 
distance between the developmental level by independent problem solving and under 
adult guidance, while scaffolding is the process by which adults tailor their guidance with 
the just-right support to enable the child to perform at a higher level. 
 “Help Me Play” presents a unique opportunity for occupational therapists to 
engage in a collaborative consultative model of service delivery in preschool settings to 
foster children’s social play by collaborating and providing training to preschool 
teachers.   
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Chapter 1: Introduction 
Need for The Doctoral Project  
Social play is defined as an engagement among two or more children in which the 
successive behaviors of one partner are contingent on the behaviors of the other partner 
(Garvey, 1974). Viewed from the point of view of either play partner, this means leaving 
pauses in one’s behaviors for the other’s acts and modifying one’s successive behaviors 
as a result of the other’s acts (Garvey, 1974). Any type of play—object play, pretend play 
and physical play—has the potential to involve social play, which is marked by the 
interaction of a child with other children (White, 2016).  
The role of social play as essential in young children’s learning and development 
has been well established in the literature (White, 2016; Case-Smith & O’Brien, 2010) 
and present in policies by the National Association for the Education of Young Children 
(NAEYC, 2009a), which is the leading professional association for early childhood. 
When children participate in social play, they enrich their social communication (Dennis 
& Stockall, 2015), use their bodies and tools actively to refine their motor skills, practice 
perspective taking and co-operative behaviors (Ashiabi, 2007), and develop key cognitive 
functions such as self-regulation (being aware of the need to control feelings and actions), 
working memory, and executive functioning (the ability to organize, focus, plan, 
strategize, prioritize, initiate and complete tasks) (Lockhart, 2010). According to the 
NAEYC (2009a), one of the principles of child development and learning that inform 
practice is that play is an important vehicle for developing self-regulation, language, 
cognition and social competence. NAEYC’s (2009b) Early Childhood Program Standards 
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and Accreditation Criteria highlight the importance of teaching staff how to support 
children’s opportunities to play with and learn from each other. Moreover, NAEYC 
(2009b) Standards for Early Childhood Professional Preparation stress that teaching and 
learning approaches to promote young children’s development includes creating support 
for play.  
 Despite the belief of early childhood educators or teachers of the importance of 
social play, research suggests a lack of pre-service or in-service training focusing on how 
teachers can support social play effectively in the classroom (Vu, Han, & Buell, 2015). 
Although occupational therapists can work directly with children to improve their social 
play, they can also provide indirect intervention by providing consultative services to 
advise, educate, coordinate and collaborate with others involved in the child’s life 
(Rodger & Ziviani, 1999). Along with the provision of strategies and techniques that 
assist the child directly, education and training of other team members is also an 
important service that occupational therapy practitioners provide (American Occupational 
Therapy Association [AOTA], 2011). Several studies have explored collaborative 
consultative model of occupational therapy service delivery targeted at teachers, with 
teachers viewing the experience as rewarding and helpful in increasing their awareness of 
students’ performance issues and enabling them to implement changes to address these 
issues (Hui, Snider, Couture, 2016; Kennedy-Behr, Rodger, Graham, & Mickan, 2013; 
Bose & Hinojosa, 2008; Chiu, Heidebrecht, Wehrmann, & Sinclair, 2008; Reid, Chiu, 
Sinclair, Wehrmann, & Naseer, 2006). Research has also shown that as collaborative 
practices increased between teachers and occupational therapists, teachers’ perceptions of 
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occupational therapy’s contribution to student skill development increased (Barnes & 
Turner, 2001). This finding supports the benefits of greater collaboration between 
teachers and occupational therapists from the perspective of both parties.  
This doctoral project addresses a lack of evidence-based, occupation- and client-
centered training programs for teachers to facilitate social play of preschool-aged 
students. This project proposes an occupational therapist-delivered training program that 
will enable early childhood educators or teachers to facilitate social play more effectively 
in preschool students in an inclusive classroom setting. The desired outcomes are 
improved knowledge and skills of early childhood educators or teachers in facilitating 
social play of their preschoolers.  
Relevance of Problem 
Play is regarded by occupational therapists to be the occupational or life role of 
young children (Rodger & Ziviani, 1999). In preschool years, interaction and play with 
peers take on increasing importance as children become social beings (Case-Smith & 
O’Brien, 2010). In her studies of young children, Parten (1932) described development of 
social play as consisting of six sequential categories: unoccupied behavior, onlooker 
behavior, solitary play, parallel play, associative play and cooperative play. The first two 
categories are non-play behavior and the last three categories are indicators of social 
participation (Frost, 1992). In parallel play (2.5 to 3.5 years), the child plays beside rather 
than with other children; in associative play (3.5–4.5 years), the child plays with other 
children by sharing materials or talking to each other; in cooperative play (4.5 years), the 
child plays in a group that is organized for the purpose of achieving specific goals (Frost, 
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1992). The child’s movement from solitary play to more social categories of play is 
considered a positive developmental step (Frost, Wortham, & Reifel, 2008). Parten 
(1932) found that children followed a developmental progression through the categories 
of social play, exhibiting less solitary play from ages two to four in favor of more 
interactive forms of social play.  
Social play is vital in development as children’s play with each other is an 
integrated experience in which the child acts, observes and interacts with peers (Case-
Smith & O’Brien, 2010). Moreover, social play provides the opportunity for children to 
learn from, model for, challenge and reinforce each other to enable learning (Case-Smith 
& O’Brien, 2010). In social play, peer interactions have a relatively even distribution for 
power; thus, children may encounter conflicts that provide them with the opportunity to 
learn how their desires may differ from those of another child, how to advocate for their 
own ideas, how to deal with frustration, how to work in a group and how to respond in 
socially appropriate ways (White, 2016). Social play provides a means for sustaining 
children’s social learning and development, achieving goals, opening doors to 
relationships, optimizing health and well-being, and promoting academic success (Ladd, 
2008). 
Target Participants of Doctoral Project 
 Early childhood educators or teachers play an important role in expanding and 
supporting children’s social play and appropriate interactions with peers (Stanton-
Chapman, 2015). The literature supports the need for more education and training to 
enable early childhood educators or teachers to facilitate social play in their preschool 
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students more effectively. Although teachers may hold positive attitudes and beliefs 
about the importance of social play for their preschoolers, research evidence suggests that 
teachers may not be supporting social play effectively in their classrooms (Davis & 
Degotardi, 2015; Rengel, 2014). In a qualitative study to investigate reported beliefs and 
practices relating to peer relationships held by early childhood educators, Davis and 
Degotardi (2015) found that Australian educators believe in the importance of play for 
development of social interactions and providing support to children to enable successful 
play expansion. However, the educators’ responses lacked any strong references to 
intentional teaching to facilitate social play. Moreover, educators voiced concern about 
avoiding situations requiring children to compete for space and objects. As a result, they 
often provided just enough materials for a few children at a time, which may actually 
limit social opportunities. Rengel (2014) conducted interviews with 30 preschool teachers 
in Croatia to gain insight into preschool teachers’ attitudes toward children’s play. 
Preschool teachers thought that children today play less often, less imaginatively and less 
diversely than when they were children. However, when asked how much time they 
dedicate to play in their schedule, most teachers noted that it depends on planned 
educational activities and seemed to prioritize teacher-planned activities than play. 
Although the geographical samples of these studies limit the extent to which their 
findings can be generalized to North American context, the studies contribute to deeper 
awareness of early childhood educators’ attitudes and reported practices in relation to 
children’s play. These studies suggest that there may be a discrepancy between beliefs 
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and actual practices in preschool teachers when it comes to facilitating social interactions 
among their preschoolers.  
Knowledge acquisition may mediate this discrepancy between teachers’ positive 
attitudes and beliefs about social play and actual practices in facilitating social play. 
Teachers reported that they could not recall having received information about promoting 
children’s sociodramatic play in their preparation for teaching (Kemple, 1996). More 
recent research conducted with students in early childhood teaching education programs 
found that play competence (i.e. competencies in supporting children in their play, 
creating a challenging learning environment for play, etc.) was rated relatively low by the 
students. This finding may imply that from the students’ perspective, the preschool 
teacher curricula have not fully developed their competencies in supporting children’s 
play (Lillvist, Sandberg, Sheridan, & Williams, 2014). A review of 18 accredited early 
childhood teacher licensure programs in the United States found that there were no 
courses focusing on play and only one course that mentioned play in its course 
description (Vu, Han & Buell, 2012). These findings suggest that early childhood 
teachers may not have received sufficient knowledge and skills for facilitating social play 
in their educational programs. The research evidence supports the need for more training 
to enable early childhood educators or teachers to facilitate social play in their preschool 
students more effectively.  
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Chapter 2: Theoretical and Evidence Base to Support Doctoral Project 
Guiding Framework for Problem Analysis 
The Person-Environment-Occupation (PEO) Model, illustrated in Figure 1, was 
selected as the overarching framework to guide the analysis of the problem. The PEO 
Model maintains that occupational performance (OP) is the outcome of the dynamic 
relationship between the person, their occupation and the environment in which they live, 
work and play (Law, Cooper, Strong, Stewart, Rigby, & Letts, 1996). The model assumes 
that its three major components (person, environment, occupation) interact continually 
across time and space in ways that increase or diminish their fit (Strong, Rigby, Stewart, 
Law, Letts, & Cooper, 1999). The outcome of greater fit is represented as more optimal 
OP. The PEO Model recognizes the complexity of the problem by focusing on the 
transaction between the person, the occupation and the environment. Moreover, the PEO 
Model demonstrates the uniqueness of the occupational therapy discipline in its focus on 
occupations (Strong et al., 1999). The Model supports collaborative practice between 
occupational therapists and teachers because it is flexible in terms of the operational 
definitions of its three elements. It is also easy to understand, allowing professionals from 
different disciplines to use it as an organizing framework to analyze occupational 
performance issues (OPIs); (Strong et al., 1999). Occupational therapists can work 
collaboratively with teachers in using the PEO Model to facilitate adjustments towards 
optimal OP by improving the fit between the person, environment and occupation. 
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Occupational 
Performance 
(OP) 
           
Figure 2.1 Person Environment Occupation (PEO) Model (Law et al., 1996 ; Strong et 
al., 1999) 
Overview of Problem 
Using the PEO Model as a guideline, the OP is defined as optimal conditions 
enabling early childhood educators or teachers to facilitate social play of their preschool-
aged students. The quality of the person’s OP experience is the outcome of the fit 
between the person-environment-occupation transaction (Strong et al., 1999). OP is, thus, 
influenced by the fit between the teacher (background, abilities, self-concept), their 
environment (physical, social, cultural, socioeconomic and institutional considerations) 
and the occupation of facilitating social play. According to the PEO model, there are 
supports and barriers to OP at the level of the person, environment and occupation. For 
example, at the level of the teacher, supports to OP include maintaining positive attitudes 
and beliefs about the importance of social play for their preschoolers while barriers to OP 
include limited knowledge about how to facilitate social play effectively. At the level of 
the environment, supports to OP include outdoor space and set up of toys and materials 
Person
OccupationEnvironment
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Social play 
facilitation
Preschool 
(physical, 
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that encourages sharing while barriers to OP include increasing focus on academics at the 
expense of time and support dedicated for play and varying abilities of preschoolers 
within the classroom. Finally, at the level of the occupation, supports to OP include 
reflective practice and continuing education courses on social play while barriers to OP 
include limited focus on play in accredited early childhood teacher education program. 
According to the proposed explanatory model, which is shown in Figure 2 and 
enlarged in Appendix A, the problem is as follows: there is a lack of evidence-based, 
occupation- and client-centred training program to improve the ability of early childhood 
educators or teachers to facilitate social play in their preschool-aged students more 
effectively. Subsequently, the problem gives rise to the OPI of early childhood educators 
or teachers experiencing challenges in performing the meaningful occupation of 
facilitating social play in their preschool-aged students. There are factors at the level of 
the teacher, the environment and the occupation that contribute to the OPI. At the level of 
the teacher, there may be limited training in social play (Lillvist et al., 2014; Kemple, 
1996) which represents a barrier to optimal OP. Barriers to optimal OP at the level of the 
environment may include organizational barriers to collaborative consultation with 
occupational therapists (Bose & Hinojosa, 2008), community barriers to outdoor play 
thought to promote social play (Ohanian, 2002), increased focus on academic curriculum 
which may limit time and support for social play (Copeland, Sherman, Kendeigh, 
Kalkwarft, & Saelens, 2012), and varying abilities of preschoolers which may make it 
more challenging for teachers to set up appropriate social play activities and 
environments (Koegel, Koegel, Frea, & Fredeen, 2001). Finally, at the level of the 
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occupation, limited focus on play in accredited early childhood teacher education 
program represents a barrier to optimal OP (Vu et al., 2012). The impact of the OPI is 
that early childhood educators or teachers may have difficulties facilitating 
developmentally appropriate social play in their preschool-aged students, may perceive 
overwhelming environmental barriers, and may feel that their educational experiences 
have not adequately prepared them to facilitate social play in their preschool-aged 
students. The outcomes of the proposed intervention are as follows: increased teacher 
knowledge and skills of roles and strategies in facilitating developmentally appropriate 
social play, greater collaboration between teachers and occupational therapists in the 
preschool setting to facilitate social play, and increased opportunities for teachers to 
pursue continuing education on social play facilitation. 
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Figure 2.2. Proposed explanatory model of the problem. 
 
Research Evidence Supporting Proposed Explanatory Model of the Problem 
In what follows, research evidence supporting the proposed explanatory model of 
the problem is discussed and analyzed.  
Barriers at the level of the person. According to the explanatory model, at the 
level of the person, teachers may receive limited training on social play in their 
educational programs (Lillvist et al., 2014; Kemple, 1996) and may not be supporting 
social play effectively as a result (Davis & Degotardi, 2015; Rengel, 2014; Dellamattera, 
2011). A survey conducted by Lillvist and colleagues (2014) found that students in early 
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program to improve the
ability of early
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teachers to facilitate
social play in their
preschool-aged students
OCCUPATIONAL PERFORMANCE ISSUE ( OPI)
Early childhood educators/teachers experience challenges in
performing the meaningful occupation of facilitating social
play in their preschool-aged students.
Level of the teacher:  limited training in social play
Level of the environment: organizational barriers to
collaborative consultation with occupational therapist;
community barriers to outdoor physical play (thought to
promote social play); increased focus on academic in
preschool curriculum; varying abilities of preschoolers
Level of the occupation:  limited focus on play in accredited
early childhood teacher education program
Poor person-environment-occupation fit minimizes
Occupational Performance of facilitating social play in
preschool-aged students.
IMPACT
Level of the teacher:  Teachers may
have difficulties facilitating
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in their preschool-aged students.
Level of the environment : Teachers
may perceive overwhelming
environmental barriers that limit their
ability to facilitate social play in their
preschool-aged students.
Level of the occupation:  Teachers may
feel that their educational experiences
have not adequately prepared them to
facilitate social play in their preschool-
aged students.
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Develop an evidence-based,
occupation- and client-centred
training program to improve the
abilities of early childhood
educators/teachers to facilitate social
play in their preschool-aged students
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improve the person-environment-
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Occupational Performance.
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childhood teaching education programs rated their play competence (i.e. competencies in 
supporting children in their play, creating a challenging learning environment for play, 
etc.) as relatively low. This finding may imply that from the students’ perspective, the 
preschool teacher curricula have not fully supported their competencies in facilitating 
children’s play (Lillvist et al., 2014). A study conducted by Kemple (1996) reported that 
teachers could not recall having received information about promoting children’s 
sociodramatic play in their preparation for teaching. Sandberg, Lillvist, Sheridan and 
Williams (2012) found that experienced teachers rate their play competence higher than 
teachers with limited work experience in educational settings. It appears then that 
preschool teachers’ competence in facilitating play may develop during practical 
experience in the field. Although the evidence discussed is based on qualitative research 
with self-report measures subject to response bias, it is interesting that older and more 
recent studies reported similar findings. Moreover, the study by Lillvist et al. (2014) used 
a relatively large sample size by surveying over 800 students in early childhood teaching 
education program.   
As a result of limited training on social play facilitation in their educational 
curricula, teachers may not be supporting social play effectively. In a qualitative study 
investigating reported beliefs and practices relating to child peer relationships held by 
early childhood educators, Davis and Degotardi (2015) found that Australian educators 
believe in the importance of play for development of social interactions and providing 
support to the children to enable successful play expansion. However, the educators’ 
responses lacked any strong references to intentional teaching to facilitate social play. 
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Moreover, educators voiced concern about avoiding situations requiring children to 
compete for space and objects. As a result, they often provided just enough materials for 
a few children at a time, which may actually limit social opportunities. Rengel (2014) 
conducted interviews with 30 preschool teachers in Croatia to gain insight into preschool 
teachers’ attitudes toward children’s play. Although the teachers thought that children 
today play less often, less imaginatively and less diversely than when they were children, 
when asked how much time they dedicate to play in their schedule, most teachers noted 
that it depends on planned educational activities and seemed to prioritize teacher-planned 
activities over play. In a qualitative study examining perceptions of early childhood 
educators’ understanding of preschoolers’ social and antisocial behaviors, although early 
childhood educators believe preschoolers best learn appropriate ways to interact with 
peers through modelling, it was only referenced 12% of the time (Dellamattera, 2011). 
This study suggests that there is a discrepancy between beliefs and actual practices in 
preschool teachers when it comes to facilitating social interactions among their 
preschoolers. It is noteworthy to report that all the studies are qualitative with small 
sample sizes of international context and most are based on self-report measures, which 
may be subject to response bias. Nonetheless, there appears to be evidence from the 
teachers themselves that although they may hold positive attitudes and beliefs about the 
importance of social play for their preschoolers, they may not be supporting social play 
effectively in their classrooms.  
Barriers at the level of the environment. At the level of the environment, the 
proposed explanatory model highlights organizational barriers to collaborative 
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consultation with occupational therapists (Bose & Hinojosa, 2008), community barriers 
to outdoor play thought to promote social play (Ohanian, 2002), increased focus on 
academic curriculum which may limit time and support for social play (Copeland et al., 
2012), and varying abilities of preschoolers which may make it more challenging for 
teachers to set up appropriate social play activities and environments (Koegel et al., 
2001). 
Research has found that organizational barriers to collaborative consultation 
opportunities between teachers and occupational therapists include limited time to 
collaborate and overemphasis on the occupational therapist as the “expert” (Bose & 
Hinojosa, 2008). Bose and Hinojosa (2008) conducted interviews with occupational 
therapists working in inclusive preschool classrooms, who reported that their 
administrations were not fully supportive of collaboration because no time was arranged 
for meetings, nor was relevant staff training provided. Teachers and therapists had to use 
their preparation time or lunch periods for meetings. The occupational therapists in the 
study also reported frequently assuming the role of “expert” when interacting with 
teachers, which may be a potential barrier to collaboration, as it may leave a “non-expert” 
feeling less competent and less motivated to carry over the therapist recommendations. In 
terms of quality of research evidence, the Bose and Hinojosa (2008) study is qualitative 
in nature, but it is based on grounded theory, which provides structure for data analysis 
and aids in developing a sound theoretical framework in qualitative studies. Grounded 
theory provides sequential guidelines for conducting and analyzing qualitative research 
and legitimizes qualitative research as scientific inquiry.  
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Numerous news articles have highlighted that children today have fewer chances 
to play outside with new schools being built without playgrounds, demonstrating a 
devotion to high academic standards (Weil, 2012; Ohanian, 2002). Diminishing 
playgrounds for outdoor play is concerning in light that Veiga and colleagues (2016) 
found a positive association between exercise play and children’s social play competence, 
suggesting the importance of outdoor physical play for preschoolers’ social play 
development. Based on focus groups with 49 preschool child care providers, Copeland 
and colleagues (2012) identified three main barriers to children’s physical activity in 
child care: 1) injury concerns, 2) financial constraints limiting physical play space and 
available equipment, and 3) a focus on “academics.” Stricter licensing codes intended to 
reduce children’s injuries on playgrounds rendered playgrounds less physically 
challenging and interesting for the children (Copeland et al., 2012). In addition, some 
parents, concerned about potential injury, requested staff to restrict playground 
participation for their children (Copeland et al., 2012). Small operating margins of some 
child care centers limited their ability to install abundant playground equipment 
(Copeland et al., 2012). Finally, preschool child care providers felt pressure from state 
mandates and parents to focus on academics at the expense of outdoor physical play 
(Copeland et al., 2012). Taken together, these findings demonstrate that although outdoor 
physical play may support social play development in preschoolers, there are community 
barriers that limit this resource. The Copeland et al. (2012) study interviewed 49 child 
care providers from within a single county in Ohio; thus, it is important to note 
limitations in generalizing the study’s findings to preschools in other geographic areas.  
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It has been documented through correlational studies that age (Harper & Huie, 
1985), prior experience with peers, peer network, familiarity with peers (Harper & Huie, 
1985; Tanta, Deitz, White, & Billingsley, 2005; Porter, 2009), cognitive style (Saracho, 
1999), motor skills (Leonard & Hill, 2014) and developmental delays (Matson & 
Fodstad, 2010) affect the amount and quality of social play in preschoolers. Compared to 
typically developing peers, research shows that children with disabilities placed in 
general classroom environments tend to play less often, be less engaged with their peers 
and spend more time alone (Barton, 2015; Koegel et al., 2001), lack skills in initiation, 
responding, turn-taking and maintenance in social play interactions (Stanton-Chapman & 
Snell, 2011; Richardson, 2002) and have difficulties coordinating social behaviors in 
challenging play activities (Pierce-Jordan & Lifter, 2005). Although most of these studies 
are observational in nature, varying play abilities of preschool children in a classroom 
may pose as a challenge for teachers when they are setting up the environment and 
providing prompts or cueing to facilitate social play. Brett, Valle-Riestra, Fischer, 
Rothlein, and Hughes (2002) suggest that children with disabilities are not a homogenous 
group and that the support and adaptations they need for play depend to some extent on 
the nature, severity and combination of their disabilities. Teachers working with children 
with disabilities are faced with the challenge of balancing their responsibilities of 
providing the necessary support while maintaining the free choice and independent nature 
of a child’s play. 
Barriers at the level of the occupation. Finally, at the level of occupation, 
limited focus on play in accredited early childhood teacher education programs represents 
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a barrier to optimal OP. While the NAEYC (2009a & 2009b) values play in its policies, it 
appears that it does not require specific courses or course content on play to certify 
accreditation for early childhood teaching programs (Vu et al., 2012). Early childhood 
teachers may not be exposed to sufficient training to know what their roles are in 
encouraging social play development and how to set up play spaces and activities that 
foster social play (Vu et al., 2012). This finding of limited training is supplemented by 
reports of limited play competence by students in early childhood teaching education 
programs (Lillvist et al., 2014). Moreover, students training to be preschool educators 
reported using more structured strategies (e.g. games with rules) to facilitate play, which 
may imply that they feel more competent within clearly structured shared play (Vorkapic 
& Katic, 2015). Although the studies by Lillvist et al. (2014) and Vorkapic and Katic 
(2015) are survey-based, they used relatively large sample sizes, and their findings raise 
the question of how to improve the acquisition of play competences in students training 
to be preschool teachers to enable them to facilitate social play more effectively.  
Although no systematic reviews or randomized controlled trial were found to 
support the proposed explanatory model factors, there is support for the origins of the 
problem using teacher self-reports and perceptions, qualitative research of sound 
methodology, and large-scale surveys. The research evidence discussed highlights the 
barriers at the level of the person, environment and occupation that contribute to the OPI: 
early childhood educators or teachers experience challenges in performing the 
meaningful occupation of facilitating social play in their preschool-aged students due to 
the poor fit between the person, environment and occupation factors. Specifically, 
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teachers’ limited training on social play interacts with organizational barriers to 
collaborative opportunities with occupational therapists, community barriers to outdoor 
play thought to promote social play, increased focus on academics at the expense of 
social play, and varying abilities of preschoolers as well as limited focus on play in 
accredited early childhood teacher education program to minimize OP and give rise to the 
OPI. This doctoral project seeks to improve the fit between person, environment and 
occupation factors to maximize OP by developing an evidence-based, client-centered and 
theory-driven training program facilitated by an occupational therapist that provides 
educational opportunities for early childhood educators to support the development of 
social play among preschool students in an inclusive classroom setting. 
Previous Attempts to Address the Problem 
In what follows, literature on existing methods for addressing social play 
facilitation in preschoolers is reviewed and analyzed. This review of the literature 
provides the foundation for the design and methods for the proposed training program. 
Please see Figure 3 for a summary of key ingredients in successful teacher training 
programs for social play facilitation. Please see Figure 4 for a summary of moderating 
factors that impact social play facilitation. 
Research on other teacher training programs for social play facilitation. Vu 
et al. (2015) evaluated an in-service play training consisting of two sessions, two hours 
per session, taking place one week apart. The training was developed by early childhood 
faculty members of a university and quality assured by the state’s professional 
development registry system. The training focused on the value of play and teacher 
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strategies to support play with a reflection component. Vu et al. (2015) found no changes 
in teachers’ beliefs before and after training with regards to the developmental 
importance of play. After training, teachers were more engaged with children in small 
groups and more often took the role of co-players and play leaders; thus, the results 
demonstrated that training was associated with higher levels of facilitative teacher roles 
in play. The authors found that children’s cognitive and social levels of play were higher 
after play training than before training. Children were more engaged in constructive and 
dramatic play and less in functional play or no play. Children were also more engaged in 
simple play and cooperative pretend play, and less in not playing, solitary play and 
parallel play. Although the study demonstrated positive benefits for teachers and 
children, the sample size was small as the study only included five participants and there 
was no follow-up to determine the long-term impact of the training.  
Nonetheless, the in-service training program has three unique components that 
warrant further consideration. First, it emphasizes the value of play. Ashiabi (2007) 
proposes that in light of the recent impetus for a more academic focus in early childhood 
classrooms, understanding the educational and developmental value of play could enable 
early childhood educators to be less apprehensive about engaging in practices that 
enhance learning through play, and answer questions regarding the importance of play for 
learning and development. Second, it highlights the role of the teacher in children’s play. 
It has been proposed that teachers can use various strategies to facilitate social play: 
establish a social-emotional climate for play (teacher as stage manager), assume the play 
enhancer role, enter and exit children’s play appropriately to advance play, and use 
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teacher talk to enhance peer interactions and play through recasting, repeating, 
expanding, questioning and prompting (Stanton-Chapman, 2015). Third, it incorporates 
reflection, which appears to be consistent with adult-learning principles. The reflection 
component in the training program by Vu and colleagues (2015) allowed teachers to 
think about how they could incorporate skills learned in the training into their own daily 
practice. According to Knowles (1980), adults need to be involved in the planning and 
evaluation of their instruction; adults use experience as the basis for learning; adults are 
most interested in subjects that have immediate relevance in their lives; adult learning is 
problem-centered. Early childhood educators strongly prefer training programs that are 
situated and meaningful, and that comply to the principles of adult learning where 
learning activities relate to daily practice (Gianina-Ana, 2013). In sum, in-service training 
by Vu, Han and Buell (2015) appears to emphasize the value of social play, the role of 
teachers in facilitating social play and the importance of using adult learning principles 
for adult learners.  
The next two teacher training programs focus on more experiential-based 
learning. Lobman (2005) evaluated the use of improvisation workshops for early 
childhood educators to help them be more responsive to children’s play. The 
improvisation workshops were six weeks, 1.5 hours per week, organized as a series of 
exercises, games and scene work. Overall, teachers reported that the workshops changed 
their perceptions of being critical, increased their willingness to take risks and to be 
creative, and improved their abilities to be better listeners to their students and to work 
together more collectively (Lobman, 2005). In another study that uses experiential-based 
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learning, Chalufour, Drew and Waite-Stupiansky (2003) developed a practical guide for 
an adult play workshop. The purpose of the workshop is to provide teachers with 
professional development opportunities to explore the role of teaching in the play 
process, gain insight into the role reflection plays in children’s learning, develop a 
reflective teaching practice, and construct, implement and evaluate new approaches to 
learning. During a half- or full-day workshop, early childhood educators are guided 
through different forms of play in developmental sequence starting from solitary play and 
progressing to cooperative play, discuss their experiences in a large group, work in small 
groups to collaborate in using play materials and resources provided, and reflect on the 
implications of the workshop to their work with children. Although these studies were 
qualitative in nature, they suggest that skills associated with responsive teaching can be 
taught through participation in experiential-based learning. 
Other teaching training programs highlight the importance of coaching teachers to 
promote social play. For example, Meadan, Ostrosky, Zaghlawan and Yu (2012) 
examined the effects of naturalistic teaching strategies on the social behaviors of 
preschool-aged children with and without Autism Spectrum Disorders. The teacher 
training consisted of two 45-minute sessions of individualized training, one focusing on 
naturalistic intervention strategies that are physical in nature (e.g. environmental 
arrangement) and one focusing on naturalistic intervention strategies that are social in 
nature (e.g. expanded talk). Naturalistic intervention strategies are approaches that use 
typical routines and activities in natural environments as the teaching context (Stanton-
Chapman & Hadden, 2011) and that match children’s interests and actions to encourage 
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peer interactions (Kohler, Anthony, Steighner, & Hoyson, 2001). These strategies may 
include teacher talk to promote peer interaction, prompting strategies to encourage 
communication, and modelling (Stanton-Chapman & Hadden, 2011). Each training 
session consisted of an introduction, two video clip observations, brainstorming 
discussion, action plan table and questions. The research authors also provided coaching 
by guiding the teachers in using the strategies in the natural environment by prompting, 
modeling, and providing feedback and encouragement during choice or center time at the 
preschool. Using a multiple-probe design across teachers, Meadan and colleagues (2012) 
found that teachers learned and applied new strategies during the coaching phase but not 
during the training phase. Moreover, the children’s social play showed the most change 
between baseline and coaching phase. Although the study employed a small sample size 
and results may not be generalizable, there appears to be consensus in the literature that 
coaching may help teachers apply the methods learned in a training program more 
effectively. The use of coaching is also well-regarded by Howe, Jacobs, Vukelich and 
Recchia (2012), who compared three different modes of delivery for a 15-week in-service 
professional development for teachers on constructivist or child-centered approaches: 
consultant model, workshops, and readings only group. The consultant model group was 
provided with a training manual on constructivist education as well as feedback, 
modeling and opportunity to discuss issues with the researchers. The consultant model 
group was associated with an increase in guidance interaction (i.e. promoting children’s 
learning and development).  
Two other training programs have incorporated feedback sessions for the 
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teachers. In addition to having support staff participate in one 90-minute training session 
with video demonstrations and handout of strategies to promote co-operative 
participation between preschoolers, Schepis, Reid, Ownbey and Clary (2003) provided 
teachers with on-the-job feedback during the first three play sessions after the training. 
Both preschoolers in this study, who have disabilities, demonstrated increase in overall 
social participation with their typically developing peers. Kohler et al. (2001) also 
incorporated feedback into their teaching training program that focused on naturalistic 
teaching strategies to stimulate preschooler’s play and social communication. This study 
provided two different types of feedback: daily feedback and technical assistance 
feedback. The daily feedback included a meeting between the teacher and study authors 
to discuss naturalistic approaches and individual tactics that might be effective in 
increasing the preschooler’s social interactions. The technical assistance feedback 
included on-the-spot suggestions for using and refining naturalistic tactics to promote 
social interaction. Results showed that the technical assistance feedback may be more 
beneficial for the four teachers as their overall levels of active participation increased 
from baseline to the technical assistance feedback phase, but no change was found 
between baseline to the daily feedback phase. Similarly, the daily feedback had little 
impact on the children’s social interaction, but the children had significant increases in 
social interaction from baseline to the technical assistance feedback phase. The results of 
these studies underscore the benefits of professional development opportunities for 
teachers that incorporate feedback, and that are responsive to the teacher’s needs. 
Additionally, it is important to enhance teachers’ competence in identifying and 
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providing developmentally appropriate supports in social play facilitation. Influenced by 
Vygotsky’s (1978) social development theory, Trawick-Smith and Dziurgot (2010a) 
proposed a scaffolding strategy, in which adults tailor their involvement in play to the 
needs of individual children in particular situations and at particular periods in 
development. When teachers engage in scaffolding, they offer as much support or 
guidance as the child requires to navigate a social situation successfully (Fox & Lentini, 
2006). Trawick-Smith and Dziurgot (2010a) tested a model of adult-child play 
interactions in preschool classrooms, predicting that adults will tailor the play support 
they provide to the immediate needs of individual children and that this will lead to 
subsequent autonomous play, that is, play that does not require adult support. Overall, 
findings of the study confirmed this model. Trawick-Smith and Dziurgot (2010a) found 
that when children were in much need of help, adults frequently provided direct 
guidance. When children were able to proceed at play with only minor assistance, adults 
gave indirect support. When children were playing independently, adults usually 
observed or attended to other children. These good-fit interactions were more likely to 
lead to autonomous play. Interestingly, percentage of adult responses to children’s play 
that were found to be a good fit was relatively low (i.e. ranged from 37 to 65%), with 
those who were least educated and least experienced performing the worst in terms of 
providing the just-right supports to meet the child’s play needs. In light of this finding, 
the study authors suggested that professional development opportunities for teachers 
should focus on enhancing competence in observation and identification of play needs 
and in decision-making related to implementing appropriate play intervention strategies. 
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Adult-mediated interventions that are intentionally thought out and planned can help 
children engage in play and increase opportunities for learning early social skills (Dennis 
& Stockall, 2015).  
Although the study by Trawick-Smith and Dziurgot (2010a) is correlational in 
nature, the role of the educator in scaffolding children’s social play skills is well-regarded 
and is a cornerstone of the Learning to Live Together (LtLT) program. The LtLT 
program is designed to provide early childhood educators working with toddlers and 
preschoolers with knowledge on socio-emotional development of young children and on 
social learning opportunities offered by daily events in the group setting (Rosenthal & 
Gatt, 2010). The program consists of 12 biweekly group meetings in the format of 
workshops and four biweekly consultation meetings in small groups, analyzing and 
discussing video observations. One of the modules focuses on social play, and highlights 
the role of the educator in scaffolding the children’s emerging social play skills by 
helping them acquire communication skills to initiate play, ignite peer interactions and 
join play. The LtLT program has been well received by its participants, and caregivers 
have been found to offer more verbal and emotional support following the training 
(Rosenthal & Gatt, 2010). Moreover, children in centers that receive the training tended 
to show greater social competence, less frequent aggressive behavior and less social 
withdrawal than children in centers that did not participate in the training (Rosenthal & 
Gatt, 2010). Although the evidence may not be in the form of randomized controlled 
trials, findings by Trawick-Smith and Dziurgot (2010a) and Rosenthal and Gatt (2010) 
appear to support the importance of teachers using scaffolding in social play facilitation.  
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Figure 2.3. Key ingredients in successful teacher training programs for social play 
facilitation 
Person-level factors that impact social play facilitation. There are person-level 
factors that moderate teachers’ abilities to facilitate social play in their preschool-aged 
students. Research supports the role of education and experience in enabling teachers to 
provide developmentally appropriate play support. Teachers with high education and 
high experience were found to provide the just-right supports to meet a child’s play 
needs: direct guidance when children were in much need of help, indirect guidance when 
children were in some need of help, and no interaction when children were in no need of 
play support (Trawick-Smith & Dziurgot, 2010b). For early childhood educators with 
low education and high experience, good-fit interactions between a child’s play needs 
and adult supports were less likely as they were significantly more likely to respond to 
play in some need or no need of support with direct guidance (Trawick-Smith & 
Dziurgot, 2010b). For early childhood educators with low education and low experience, 
they were more likely to give direct guidance when children were in some need or no 
Adult learning principles (e.g. 
reflection and experiential-based 
learning) (Vu et al., 2015; Lobman, 
2005; Chalufour et al., 2003)
Coaching and feedback for 
teachers (Meadan et al., 2012; 
Howe et al., 2012; Schepis et al., 
2003; Kohler et al., 2001)
Understanding the value of play 
(Vu et al., 2015; Ashiabi, 2007)
Role of teachers in social play facilitation 
(Stanton-Chapman, 2015; Stanton-
Chapman & Hadden, 2011)
Use of scaffolding by teachers to foster 
social play skills of students (Trawick-Smith 
& Dziurgot, 2010a; Rosenthal & Gatt, 2010)
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need of support, and were more likely to respond to children in much need with no 
interaction (Trawick-Smith & Dziurgot, 2010b). Interview data revealed that the high 
education and high experience group stated that they intervene to enhance play quality 
and promote language, thinking, learning and problem solving. These teachers also 
commented on how education helped their decision making in play intervention and on 
how experience appeared to interact with knowledge gained in coursework by enabling 
them to put theories into practice (Trawick-Smith & Dziurgot, 2010b). On the other hand, 
research does not support the impact of teacher beliefs on social play facilitation. 
Kemple, David, and Hysmith (1997) found that teachers’ beliefs on the importance of 
children’s social skills were not associated with the number of teachers’ intervention 
behaviors in children’s peer interactions. In sum, there appears to be research evidence 
supporting the positive impact of education and experience on social play facilitation.  
Environment-level factors that impact social play facilitation. It is important 
to consider environment-level factors that moderate teachers’ abilities to facilitate social 
play in their preschool-aged students. Two studies have found a positive relationship 
between physical proximity of teachers and play facilitation. Fleer (2015) found that 
when teachers were in close physical proximity to children, they had more opportunities 
to support play. Singer, Nederend, Penninx, Tajik, and Boom (2014) found that 
continuous teacher proximity was associated with more play engagement. These authors 
also found that two-sided and reciprocal interactions between teachers and students were 
associated with more play engagement, while teachers walking in and out of a play area 
was associated with more disturbances and one-sided interactions. Although both studies 
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are correlational in nature, close physical proximity may be an important factor in 
increasing the likelihood that teachers become more involved in social play facilitation.  
The availability and types of toys in the play area may also impact social play 
facilitation. Martin, Brady and Williams (1991) examined the influence of toys on social 
behaviors of preschoolers. They found that children in the social toy environment 
exhibited significantly more social behavior than children in the isolate toy environment. 
The social toy environment included balls, dress up clothes, housekeeping materials, 
puppets and toy vehicles while the isolate toy environment included puzzles, peg board, 
art materials, play doh, parquetry and library materials. In a more recent study, Trawick-
Smith, Wolff, Koschel, and Vallarelli (2015) found that child characteristics may 
moderate the play quality of certain toys. Five toys (bristle blocks, duplo bricks, Lincoln 
logs, measure up! Cups, rainbow people) scored higher on play quality when boys played 
with them and one toy (tree blocks) scored higher on play quality when girls with played 
with it. Although both studies were conducted in one child care center, careful thought 
should go into selecting toys for a classroom to enhance quality of children’s play. Given 
that child characteristics may impact play quality of toys, teachers should strive to be 
observant, reflective and responsive to individual children’s needs.  
As previously highlighted in the proposed explanatory model, one of the 
environmental barriers to OP of social play facilitation is that varying abilities of 
preschoolers may make it more challenging for teachers to set up appropriate social play 
activities and environments. It has been proposed that preschool-aged students with 
disabilities may need increased support from teachers to engage in social play due to 
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difficulties in social communication, self-regulation and possible developmental delays 
(Suhonen, Nislin, Alijoki, & Sajaniemi, 2015). In an observational study to examine the 
types of play and social interactions of preschoolers with and without disabilities at 
learning or activity centers, Brown and Vergen (2002) found no instances of adult 
facilitation of peer play. Adult interactions with children with disabilities were primarily 
directed at helping children perform activities rather than enhancing peer interaction. In a 
study examining the perceptions and practices of certified preschool teachers regarding 
play, although all the pre-K teachers who work with children with disabilities and half of 
the pre-K regular education teachers reported providing support for play of children with 
disabilities in their classroom, their reported support focused more on cognitive aspects 
of play than on social interactions (Brett et al., 2002). These findings call for more 
proactive teacher facilitation of social play between preschoolers with and without 
disabilities; however, to the teachers’ defense, they have reported difficulties sharing 
their attention with many children (Singer et al., 2014). To this end, a low adult to child 
ratio may moderate teachers’ abilities to facilitate social play (Kemple et al., 1997; File & 
Kontos, 1993). 
Finally, the quality of the child care centers may impact teachers’ abilities to 
facilitate social play in their preschool-aged students. Using the Early Childhood 
Environmental Rating Scale (ECERS) to measure quality of child care centers, it has 
been found that children in minimally adequate child care center engaged in less complex 
peer play and developed complex peer play forms at later ages than children in model or 
good quality child care center (Howes & Matheson, 1992). ECERS consists of 43 items 
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organized into 7 subscales: space and furnishings (e.g. room arrangement for play), 
personal care routines (e.g. greeting/departing), language-reasoning (e.g. encouraging 
children to communicate), activities (e.g. dramatic play), interactions (e.g. interactions 
among children), program structure (e.g. free play), parents and staff (e.g. provisions for 
parents and opportunities for professional growth) (Clifford, Cryer, & Harms, 2017). 
ECERS measures global quality of classroom environment with a 7-point scale with a 
rating of five or greater considered indicative of a good quality classroom. In classrooms 
with higher quality as measured by the ECERS, teachers were more often involved with 
their students through supporting their play (File & Kontos, 1993). Higher ECERS scores 
are also associated with the following teacher behaviors: “Participates in children’s 
interactions and play,” “Points out common interests,” “Interprets meaning and intent,” 
“Facilitates communication” (Kemple et al., 1997). In sum, the following environment-
level factors may enable teachers to better facilitate social play in their students: close 
physical proximity, and availability of certain types of toys. On the other hand, diverse 
needs of children with disabilities in combination with low adult to child ratio and 
relatively poor quality child care center, as measured by the ECERS, may negatively 
impact teachers’ abilities to facilitate social play.  
Occupation-level factors that impact social play facilitation. The are several 
factors that need to be considered in optimizing the occupational performance of early 
childhood educators or teachers in social play facilitation. The role of the teacher in 
social play facilitation is vital because without teacher involvement in play or appropriate 
scaffolding to instruct children on how to play with materials, children may resort to 
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inappropriate play with materials and/or their peers (White, 2016; Stanton-Chapman, 
2015). Using a qualitative inquiry method to obtain a more in-depth understanding of 
when and how a preschool teacher facilitates social play effectively, Tarman and Tarman 
(2011) highlighted the importance of setting the stage for play in terms of time for play as 
well as space and equipment. It is recommended that free play periods should last 30 to 
60 minutes for preschoolers with flexibility in the types of activities offered. Tarman and 
Tarman (2011) echoed earlier sentiments about the importance of providing 
developmentally appropriate play materials and equipment to promote high quality play. 
Tarman and Tarman (2011) also recognized the importance of building on children’s 
experiences by observing children’s play to get more information about themes and 
activities that may be of interest. Finally, there are various roles that a teacher can take in 
social play with some being facilitative roles and others being more precarious roles. 
According to Tarman and Tarman (2011), facilitative roles include onlooker (teacher 
watches and listens to children’s play), stage manager (teacher helps organize play 
setting, play materials, props and themes), co-player (teacher participates in children’s 
play by modelling play skills and becoming a play partner), and play leader (teacher 
gives direct suggestions or explicit demonstration to enrich and extend play). Precarious 
roles include uninvolved (teachers do not pay attention to children’s play and do not 
support play) and director/director (teachers take over the control of play). Overall, 
research on adults’ various roles in play suggests that teachers need to be sensitive to the 
child’s needs in the moment, flexible in choosing the way they intervene, and willing to 
follow the child’s lead (White, 2016). Although the study by Tarman and Tarman (2011) 
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was based on a case study of an “expert” preschool teacher, it provides a rich and detailed 
description of appropriate teacher participation that enriches children’s play and develops 
their social play skills.  
In another qualitative study based on naturalistic classroom observations with 
three teachers and six preschoolers as participants, Recchia and Soucacou (2006) found 
themes in regard to the ways early childhood special education teachers supported the 
social behaviors of children with disabilities. The most successful strategies for 
promoting positive social experiences observed were the use of clear, individually 
responsive interventions. Teachers also acknowledged and validated children’s feelings 
to create positive emotional connections with their students. Teachers actively set up 
activities that encouraged high levels of peer interaction, engaged in children’s play to 
help them initiate and maintain positive interactions with peers, and modeled what 
children needed to do to promote positive social interaction with peers. Finally, teachers 
promoted positive conflict resolution by speaking for the children in order to explain their 
maladaptive behaviors to others or scaffolding appropriate social responses. Although 
this qualitative study has a small sample size like Tarman and Tarman (2011), both 
studies demonstrate the importance of adapting intervention strategies to meet student’s 
individualized needs, fostering an environment that is physically and emotionally 
amenable to promoting social play, and taking on facilitative rather than intrusive roles. 
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Figure 2.4. Summary of moderating factors that impact social play facilitation.  
Guidelines for Design of Proposed Program 
A review and synthesis of current evidence-based research suggests that there are 
theoretical frameworks, themes and factors that need to be considered in developing a 
training program for early childhood educators or teachers to facilitate social play in their 
preschool-aged students more effectively.  
Theoretical frameworks. As shown by Vu et al. (2015), a successful teacher 
training program for social play facilitation incorporates adult learning principles such as 
reflection; thus, the proposed training program is guided by Knowles’s (1980) adult 
learning principles. Adult learning principles recognize that adults learn best when 
learning is related to an immediate need, problem or deficit; learning is voluntary and 
self-initiated; learning is person centered and problem centered; learning is self-
controlled and self-directed; the role of the teacher is one of facilitator; information and 
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assignments are pertinent; new material draws on past experiences; the threat to self is 
reduced to a minimum; the learner is able to participate actively in the learning process; 
the learner is able to learn in a group; the nature of the learning activity changes 
frequently; learning is reinforced by application and prompt feedback (Gianina-Ana, 
2013; Bastable & Dart, 2011). According to Gravani (2012), adult learning principles that 
need to be considered in designing programs for teacher development include voluntary 
participation (adults feel the need to learn and have input into what, why and how they 
will learn), self-direction (adults assume control over setting educational goals and 
generating personally meaningful evaluative criteria), action and reflection (continuous 
engagement of activity, reflection upon activity, collaborative analysis of activity, etc.), 
past experience (learners’ previous experiences are taken into account in selecting 
materials and helping them transform meanings and skills), climate conducive to learning 
(physically comfortable and emotionally supportive), and learning styles (recognition that 
adults have different learning styles). The translation of these principles (see Figure 5) 
into the proposed training program is discussed in greater detail in Chapter Three. 
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Figure 2.5 Adult learning principles that need to be considered in designing professional 
development for teachers (Gravani, 2012). 
Moreover, in line with adult learning principles highlighting the importance of 
active participation, two studies reviewed earlier have demonstrated the benefits of 
experiential-based learning for teachers (Lobman, 2005 & Chalufour et al., 2003); thus, 
the training program sessions are organized using Kolb’s (1984) Model of Experiential 
Learning, which is based on the premise that experience is the building block of learning. 
Each session of the training program begins with concrete experience, followed by 
reflective observation, abstract conceptualization and active experimentation. Details 
about how these phases (see Figure 6) are outlined in the program sessions are discussed 
in Chapter Three.  
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Figure 2.6 Kolb’s (1984) Model of Experiential Learning. 
The concrete experience phase allows learners to directly encounter the topic 
being studied and gives learners a frame of reference to build upon (Myers & Roberts, 
2004). The reflective observation phase gives learners the opportunity to reflect on their 
experiences from the concrete experience phase (Myers & Roberts, 2004). Reflection is a 
process, both individual and collaborative, involving experience and uncertainty, which is 
comprised of identifying questions and key elements then taking one’s thoughts into 
dialogue with oneself, others and the larger context to reach newfound clarity that may 
spur changes in action or disposition (Jay & Johnson, 2002). The training program uses a 
typology of reflection suggested by Jay and Johnson (2002), which is depicted in Figure 
7. Facilitators guide participants through descriptive, comparative and critical reflection 
to describe the matter for reflection, reframe the matter in light of alternative views and 
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41 
establish a renewed perspective respectively. The reflection process allows participants to 
analyze implications of the learning activities and materials in their own practice.  
 
Figure 2.7 Jay & Johnson (2002) typology of reflection. 
The abstract conceptualization phase gives the facilitator the opportunity to introduce 
new information through a lecture to allow the learners to form generalizations, rules and 
hypotheses about the topic at hand (Myers & Roberts, 2004). Finally, the active 
experimentation phase allows the learners to engage in guided and/or independent 
practice (Myers & Roberts, 2004).  
Another theoretical framework that guides the proposed training program is 
Vygotsky’s (1978) social development theory within the zone of proximal development 
and scaffolding (see Figure 8). Vygotsky (1978) defined the zone of proximal 
development to explain how learning occurs through social interaction. The zone of 
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reflection
Critical 
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42 
proximal development is the distance between the actual developmental level as 
determined by independent problem solving, and the level of potential development as 
determined through problem solving under adult guidance or collaboration with more 
capable peers (Vygotsky, 1978). Scaffolding is the process by which adults support or 
guide a child’s actions to improve his or her competence with appropriate guidance being 
the just right amount of support that enables the child to perform at a higher level 
(Vygotsky, 1978). When using scaffolding to facilitate the child’s learning, the adult 
gradually decreases the amount of support provided such that the child performs more 
independently (Case-Smith & O’Brien, 2010). Two studies reviewed earlier have 
demonstrated the importance of scaffolding children’s social play development 
(Rosenthal & Gatt, 2010; Trawick-Smith & Dziurgot, 2010a). In order to assist the 
teachers in scaffolding children’s social play development, the proposed training program 
includes one individualized coaching and feedback session for the participants. Several 
studies reviewed previously have demonstrated the benefits of incorporating coaching 
and feedback to help teachers apply what they have learned in a training program more 
effectively in their practice (Meadan et al., 2012; Howe et al., 2012; Schepis et al., 2003; 
& Kohler et al., 2001). The details of the coaching and feedback session are discussed in 
Chapter Three.   
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Figure 2.8 Vygotsky’s (1978) social development theory within the zone of proximal 
development and scaffolding. 
Key program content based on literature review. Based on the literature 
review on teacher training programs, and environment-level factors and occupation-level 
factors for social play facilitation, four recurrent themes have been identified. These 
themes are used as basis for the content of the proposed training program. First, teachers 
need to have a strong foundation and understanding of the value of play for development 
and learning (Ashiabi, 2007), which in turn will enable them to engage in intentional and 
reflective practice for social play facilitation. Intentional and reflective practice means 
that teachers will observe and interpret children’s play needs as well as the dynamics of 
the play group, materials and setting before deciding the strategies they will implement to 
provide the just-right support to facilitate social play (Trawick-Smith & Dziurgot, 2010b; 
Trawick-Smith, 1998). Second, teachers need to develop an intentional and reflective 
practice to deepen their analytical skills and prepare them to use this type of reflection as 
a consistent part of their observation and intervention planning process (Chalufour et al., 
2003). Third, teachers need to be aware of the importance of creating a developmentally 
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appropriate play environment. Teachers need to consider the selection and arrangement 
of materials that promote social interactions while considering child characteristics in toy 
selection (Trawick-Smith et al., 2015; Tarman & Tarman, 2011; Martin et al., 1991). 
Teachers also need to consider their physical proximity to the children as this appears to 
support greater opportunities to facilitate social play (Fleer, 2015; Singer et al., 2014). 
Fourth, teachers need a variety of strategies in their “professional toolbox” that are 
grounded in scaffolding to facilitate social play in their preschoolers (Howe et al., 2012; 
Stanton-Chapman & Hadden, 2011; Tarman & Tarman, 2011; Rosenthal & Gatt, 2010; 
Trawick-Smith, & Dziurgot, 2010a). These strategies include naturalistic intervention 
tactics (Stanton-Chapman & Hadden, 2011) and facilitative roles in participating in 
children’s play (Tarman & Tarman, 2011). Examples of naturalistic intervention tactics 
include inviting the child to make choices and using expanded talk. Another strategy that 
is grounded in scaffolding includes taking on facilitative roles in participating in 
children’s play such as stage manager to organize play materials and environments, or co-
player to model appropriate play skills (Tarman & Tarman, 2011). These strategies are in 
line with Vygotsky’s concept of scaffolding as they consider the importance of being 
child-centered, which is exhibited in teachers’ adaptations to support social play based on 
the child’s needs.  
Characteristics of participants who will likely benefit from the program. 
Based on the literature review on person-level and environment-level factors that 
moderate teachers’ abilities to facilitate social play, the proposed training program may 
have special relevance to early childhood educators with relatively low education and low 
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experience (e.g. new teachers with minimal to no specialized training in social play 
facilitation), who work in child care centers of minimally adequate quality (as measured 
by the ECERS) with low adult to child ratio. Research shows that teachers with higher 
education and more experience tend to be more successful in scaffolding children’s play 
needs to promote more autonomous play (Trawick-Smith & Dziurgot, 2010b). Research 
also shows that greater specialized preparation in early childhood education is associated 
with greater frequency of teachers’ involvement in children’s peer interactions (Kemple 
et al. 1997). However, minimally adequate quality child care center as measured by the 
ECERS, and low adult to child ratio may negatively impact teachers’ abilities to facilitate 
social play in their preschool-aged students (Kemple et al., 1997; File & Kontos, 1993; 
Howes & Matheson, 1992). To this end, the proposed training program may strongly 
benefit new teachers and new teaching assistants who do not have specialized training in 
social play facilitation, and who work in minimally adequate quality child care center 
with low adult to child ratio. 
  
  
46 
References  
Ashiabi, G. S. (2007). Play in the preschool classroom: Its socioemotional significance 
and the teacher’s role in play. Early Childhood Education Journal, 35(2), 199–
207. doi: 10.1007/s10643-007-0165-8  
Barton, E. E. (2015). Teaching generalized pretend play and related behaviors to young 
children with disabilities. Exceptional Children, 81(4), 489–506. doi: 
10.1177/0014402914563694 
Bose, P., & Hinojosa, J. (2008). Reported experiences from occupational therapists 
interacting with teachers in inclusive early childhood classrooms. American 
Journal of Occupational Therapy, 62(3), 289–297. doi:10.5014/ajot.62.3.289 
Brett, A., Valle-Riestra, D. M., Fischer, M., Rothlein, L., & Hughes, M. T. (2002). Play 
in preschool classrooms: Perceptions of teachers and children. Journal of Early 
Childhood Teacher Education, 23(1), 71–79. doi: 10.1080/1090102020230112  
Brown, M., & Bergen, D. (2002). Play and social interaction of children with disabilities 
at learning/activity centers in an inclusive preschool. Journal of Research in 
Childhood Education, 17(1), 26–37. doi: 10.1080/02568540209594996 
Case-Smith, J., & O’ Brien, J. C. (2010). Occupational therapy for children (6th ed.). 
Maryland Heights, MO: Mosby Elsevier.  
Chalufour, I., Drew, W. F., & Waite-Stupiansky, S. (2003). Learning to play again: A 
constructivist workshop for adults. Retrieved November 22, 2016 from 
https://www.naeyc.org/files/yc/file/200305/ConstructWorkshops_Chalufour.pdf 
 
  
47 
Clifford, R., Cryer, D., & Harms, T. (2017). Environment Rating Scales. Retrieved 29 
April 2017 from http://ers.fpg.unc.edu/ 
Copeland, K. A., Sherman, S. N., Kendeigh, C. A., Kalkwarf, H. J., & Saelens, B. E. 
(2012). Societal values and policies may curtain preschool children’s physical 
activity in child care centers. Pediatrics, 129(2), 265–274. doi: 
10.1542/peds.2011-2102 
Davis, B., & Degotardi, S. (2015). Educators’ understandings of, and support for, infant 
peer relationships in early childhood settings. Journal of Early Childhood 
Research, 13(1), 64–78. doi: 10.1177/1476718X14538600 
Dellamattera, J. N. (2011). Perceptions of preservice early educators: How adults support 
preschoolers’ social development. Journal of Early Childhood Teacher 
Education, 32(1): 26–38. doi: 10.1080/10901027.2010.547654 
Dennis, L. R., & Stockall, N. (2015). Using play to build the social competence of young 
children with language delays: Practical guidelines for teachers. Early Childhood 
Education Journal, 43(1), 1–7. doi: 10.1007/s10643-014-0638-5 
File, N., & Kontos, S. (1993). The relationship of program quality to children’s play in 
integrated early intervention settings. Topics in Early Childhood Special 
Education, 13(1), 1–18. doi: 10.1177/027112149301300104  
Fleer, M. (2015). Pedagogical positioning in play—teachers being inside and outside of 
children’s imaginary play. Early Child Development and Care, 185(11–12), 1801–
1804. doi: 10.1080/03004430.2015.1028393 
  
48 
Fox, L., & Lentini, R. H. (2006). “You got it!” Teaching social and emotional skills. 
Young Children on the Web, 61(6), 36–42. Retrieved from 
http://www.naeyc.org/files/yc/file/200611/BTJFoxLentini.pdf 
Gianina-Ana, M. (2013). Kindergarten teachers’ perceptions on in-service training and 
impact on classroom practice. Procedia Social and Behavioral Sciences, 76(15), 
481–485. doi: 10.1016/j.sbspro.2013.04.150 
Harper, L. V., & Huie, K. S. (1985). The effects of prior group experience, age, and 
familiarity on the quality and organization of preschoolers’ social relationships. 
Child Development, 56(3), 704–717. doi: 10.2307/1129760  
Howe, N., Jacobs, E., Vukelich, G., & Recchia, H. (2012). In-service professional 
development and constructivist curriculum: Effects on quality of child care, 
teacher beliefs and interactions. Alberta Journal of Educational Research, 57(4), 
353–378. Retrieved from 
http://ajer.journalhosting.ucalgary.ca/index.php/ajer/article/viewFile/944/845 
Howes, C., & Matheson, C. C. (1992). Sequences in the development of competent play 
with peers: Social and social pretend play. Developmental Psychology, 28(5), 
961–974. doi: 10.1037/0012-1649.28.5.961 
Jay, J. K., & Johnson, K. L. (2002). Capturing complexity: A typology of reflective 
practice for teacher education. Teaching and Teacher Education, 18(1), 73–85. 
doi: 10.1016/S0742-051X(01)00051-8 
Kemple, K. M. (1996). Teachers’ beliefs and reported practices concerning sociodramatic 
play. Journal of Early Childhood Teacher Education, 17(2), 19–31. 
  
49 
doi:10.1080/1090102960170203 
Kemple, K. M., David, G. M., & Hysmith, C. (1997). Teachers’ interventions in 
preschool and kindergarten children’s peer interactions. Journal of Research in 
Childhood Education, 12(1), 34–47. doi: 10.1080/02568549709594714 
Knowles, M. S. (1980). The modern practice of adult education: From pedagogy to 
andragogy. Englewood Cliffs, NJ: Prentice Hall/Cambridge. 
Koegel, L. K., Koegel, R. L., Frea, W. D., & Fredeen, R. M. (2001). Identifying early 
intervention targets for children with autism in inclusive school settings. Behavior 
Modification, 25(5), 745–761. doi: 10.1177/0145445501255005  
Kohler, F. W., Anthony, L. J., & Steighner, S. A., & Hoyson, M. (2001). Teaching social 
interaction skills in the integrated preschool: An examination of naturalistic 
tactics. Topics in Early Childhood Special Education, 21(2), 93–103. doi: 
10.1177/027112140102100203  
Kolb, D. A. (1984). Experiential learning: Experience at the source of learning and 
development. Upper Saddle River, NJ: Prentice Hall.  
Law, M., Cooper, B., Strong, S., Stewart, D., Rigby, P., & Letts, L. (1996). The Person 
Environment Occupation Model: A transactive approach to occupational 
performance. Canadian Journal of Occupational Therapy, 63(1), 9–23. doi: 
10.1177/000841749606300103    
Leonard, H. C., & Hill, E. L. (2014). The impact of motor development on typical and 
atypical social cognition and language: A systematic review. Child & Adolescent 
Mental Health, 19(3), 163–170. doi: 10.1111/camh.12055 
  
50 
Lillvist, A., Sandberg, A., Sheridan, S., & Williams, P. (2014). Preschool teacher 
competence viewed from the perspective of students in early childhood teacher 
education. Journal of Education for Teaching, 40(1), 3–19. doi: 
10.1080/02607476.2013.864014 
Lobman, C. (2005). “Yes and”: The uses of improvisation for early childhood 
professional development. Journal of Early Childhood Teacher Education, 26(3), 
305–319. doi: 10.1080/10901020500371353  
Martin, S. S., Brady, M. P., & Williams, R. E. (1991). Effects of toys on the social 
behavior of preschool children in integrated and nonintegrated groups: 
Investigation of a setting event. Journal of Early Intervention, 15(2), 153–161. 
doi: 10.1177/105381519101500204  
Matson, J. L., & Fodstad, J. C. (2010). Teaching social skills to developmentally delayed 
preschoolers. In C. E. Schaefer (Ed.), Play therapy for preschool children (pp. 
301–322). Washington, DC: American Psychological Association.  
Meadan, H., Ostrosky, M. M., Zaghlawan, H. Y., & Yu, S. (2012). Using coaching with 
preschool teachers to support the social skills of children with and without autism 
spectrum disorders. International Journal of Early Childhood Special Education, 
4(2), 74–94. Retrieved from http://www.int-
jecse.net/assets/upload/pdf/20150930221004_intjecse.pdf 
Myers, B. E., & Roberts, T. G. (2004). Conducting an evaluating professional 
development workshops using experiential learning. NACTA Journal, 48(2), 27–
32. Retrieved from https://www.nactateachers.org/index.php/vol-48-num-2-june-
  
51 
2004-sp-1999071291/449-conducting-and-evaluating-professional-development-
workshops-using-experiental-learning 
Ohanian, S. (2002). What happened to recess and why are our children are struggling in 
kindergarten? New York, NY: McGraw-Hill.  
Pierce-Jordan, S., & Lifter, K. (2005). Interaction of social and play behaviors in 
preschoolers with and without pervasive developmental disorder. Topics in Early 
Childhood Special Education, 25(1), 34–47. 
doi:10.1177/02711214050250010401  
Porter, C. L. (2009). Predicting preschoolers’ social-cognitive play behavior: Attachment, 
peers, temperament, and physiological regulation. Psychological Reports, 104(2), 
517–528. doi: 10.2466/PR0.104.2.517-528  
Recchia, S. L., & Soucacou, E. P. (2006). Nurturing social experience in three early 
childhood special education classrooms. Early Childhood Research & Practice, 
8(2), 1–24. Retrieved from http://ecrp.uiuc.edu/v8n2/recchia.html 
Rengel, K. (2014). Preschool teachers’ attitudes towards play. Croatian Journal of 
Education, 16(1), 113–125. Retrieved from http://hrcak.srce.hr/cje?lang=en 
Richardson, P. K. (2002). The school as social context: Social interaction patterns of 
children with physical disabilities. American Journal of Occupational Therapy, 
56(3), 296–304. doi: 10.5014/ajot.56.3.296 
Rosenthal, M. K., & Gatt, L. (2010). ‘Learning to Live Together’: training early 
childhood educators to promote socio-emotional competence of toddlers and pre-
school children. European Early Childhood Education Research Journal, 18(3), 
  
52 
373–390. doi: 10.1080/1350293X.2010.500076  
Sandberg, A., Lillvist, A., Sheridan, S., & Williams, P. (2012). Play competence as a 
window to preschool teachers’ competence. International Journal of Play, 1(2), 
184–196. doi: 10.1080/21594937.2012.693385 
Saracho, O. N. (1999). A factor analysis of pre-school children’s play strategies and 
cognitive style. Educational Psychology, 19(2), 165–180. doi: 
10.1080/0144341990190204 
Schepis, M. M., Reid, D. H., Ownbey, J., & Clary, J. (2003). Training preschool staff to 
promote cooperative participation among young children with severe disabilities 
and their classmates. Research & Practice for Persons with Severe Disabilities, 
28(1), 37–42. doi: 10.2511/rpsd.28.1.37  
Singer, E., Nederend, M., Penninx, L., Tajik, M., & Boom, J. (2014). The teacher’s role 
in supporting young children’s level of play engagement. Early Child 
Development and Care, 184(8), 1233–1249. doi: 10.1080/03004430.2013.862530 
Stanton-Chapman, T. L. (2015). Promoting positive peer interactions in the preschool 
classroom: The role and the responsibility of the teacher in supporting children’s 
sociodramatic play. Early Childhood Education Journal, 43(2), 99–107. 
Retrieved from 
http://search.proquest.com.ezproxy.bu.edu/docview/1697503015?accountid=9676 
Stanton-Chapman, T. L., & Snell, M. E. (2011). Promoting turn-taking skills in preschool 
children with disabilities: The effects of a peer-based social communication 
  
53 
intervention. Early Childhood Research Quarterly, 26(3), 303–319. doi: 
10.1016/j.ecresq.2010.11.002  
Strong, S., Rigby, P., Stewart, D., Law, M., Letts, L., & Cooper, B. (1999). Application 
of the Person-Environment-Occupation Model: A practical tool. Canadian 
Journal of Occupational Therapy, 66(3), 122–133. doi: 
10.1177/000841749906600304  
Suhonen, E., Nislin, M. A., Alijoki, A., Sajaniemi, N. K. (2015). Children’s play 
behavior and social communication in integrated special day-care groups. 
European Journal of Special Needs Education, 30(3), 287–303. doi: 
10.1080/08856257.2015.1009707 
Tanta, K. J., Deitz, J. C., White, O., & Billingsley, F. (2005). The effects of peer-play 
level on initiations and responses of preschool children with delayed play skills. 
American Journal of Occupational Therapy, 59(4), 437–445. doi: 
10.5014/ajot.59.4.437 
Tarman, B., & Tarman, I. (2011). Teachers’ involvement in children’s play and social 
interaction. Elementary Education Online, 10(1), 325–337. Retrieved from 
http://ilkogretim-online.org.tr/vol10say1/v10s1m26.pdf 
Trawick-Smith, J. (1998). Why play training works: An integrated model for play 
intervention. Journal of Research in Childhood Education, 12(2), 117–129. doi: 
10.1080/02568549809594878 
  
54 
Trawick-Smith, J., & Dziurgot, T. (2010a). ‘Good-fit’ teacher-child play interactions and 
the subsequent autonomous play of preschool children. Early Childhood Research 
Quarterly, 26(1), 110–123. doi: 10.1016/j.ecresq.2010.04.005 
Trawick-Smith, J., & Dziurgot, T. (2010b). Untangling teacher-child play interactions: 
Do teacher education and experience influence “good-fit” responses to children’s 
play? Journal of Early Childhood Teacher Education, 31(2), 106–128. doi: 
10.1080/10901021003781148 
Trawick-Smith, J., Wolff, J., Koschel, M., & Vallarelli, J. (2015). Effects of toys on the 
play quality of preschool children: Influence of gender, ethnicity, and 
socioeconomic status. Early Childhood Education Journal, 43(4), 249–256. doi: 
10.1007/s10643-014-0644-7 
Veiga, G., Leng, W., Cachucho, R., Ketelaar, L., Kok, J. N., Knobbe, A., …Rieffe, C. 
(2016). Social competence at the playground: Preschoolers during recess. Infant 
and Child Development, 26(1), e1957. doi:10.1002/icd.1957   
Vorkapic, S. T., & Katic, V. (2015). How students of preschool education perceive their 
play competences: An analysis of their involvement in children’s play. CEPS 
(Center for Educational Policy Studies) Journal, 5(1), 111–130. Retrieved from 
http://www.cepsj.si/doku.php?id=en:cepsj 
Vu, J. A., Han, M., & Buell, M. J. (2012). Preserving play in early childhood classrooms: 
Suggestions for early childhood teacher education and policy. In L. E. Cohen & S. 
Waite-Stupiansky (Eds.), Play: A polyphony of research, theories, and issues. 
Play & culture studies (207–221). New York, NY: University Press of America. 
  
55 
Vu, J. A., Han, M., & Buell, M. J. (2015). The effects of in-service training on teachers’ 
beliefs and practices in children’s play. European Early Childhood Education 
Research Journal, 23(4), 444–460. doi: 10.1080/1350293X.2015.1087144 
Vygotsky, L. S. (1978). Mind in society: The development of higher mental processes. 
Cambridge, MA: Harvard University Press. 
Weil, D. (2012, August 10). Schools without playgrounds, children without childhood, a 
future without hope. Retrieved 12 February 2017 from http://www.truth-
out.org/news/item/10752-schools-without-playgro 
White, R. E. (2016, May). The power of play: A research summary on play and learning. 
Retrieved 22 February 2017 from 
http://www.childrensmuseums.org/images/MCMResearchSummary.pdf 
 
  
  
56 
Chapter 3: Description of Proposed Program 
Program Format 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
Preschoolers addresses the problem of a lack of evidence-based, occupation- and client-
centered training programs for early childhood educators or teachers to facilitate social 
play of preschool-aged students. The training program consists of four weekly workshop 
sessions, lasting two hours per session, and an individualized coaching and feedback 
training session, lasting 30 minutes. Please see Figure 1 for an overview of the training 
program sessions. The objectives of the workshop component of the training program are 
to enable teachers to 1) develop a solid understanding of the value of social play for early 
childhood development; 2) engage in intentional and reflective practice in social play 
facilitation; 3) set up developmentally appropriate play environment with consideration 
of materials; 4) generate a “professional toolbox” of strategies grounded in the concept of 
scaffolding to facilitate social play. The workshop sessions cover the following topics: 
definition and benefits of social play, assessment of social play needs, environmental 
supports and barriers, and strategies to facilitate social play in preschoolers. The 
workshop sessions of “Help Me Play” are delivered in small groups of eight to 12 
individuals. This group size is ideal because it allows participants to have their questions 
answered and get individual attention from the facilitator but still large enough to 
generate lively discussions (Community Tool Box, 2016). The objective of the 
individualized coaching and feedback component of the training program is to assist the 
participants in using scaffolding more effectively to facilitate social play. This 
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individualized session is scheduled at the convenience of the participants. The facilitator 
may use prompting, modeling, feedback (positive statement related to implementation of 
strategies and ways to use strategies more effectively) and encouragement to support the 
teacher in using the scaffolding strategies to facilitate social play in his or her students 
more effectively.  
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Figure 3.1 Overview of the training program sessions 
 
Week 1
•Workshop session one theme: Understanding the developmental value of 
social play 
•Workshop title: What is Social Play? How Does It Benefit my Students?
Week 2
•Workshop session two theme: Engaging in intentional and reflective practice 
to analyze a child's play needs
•Workshop title: What is Intentional and Reflective Practice? How Can I 
Engage in Intentional and Reflective Practice to Assess my Students’ Play 
Needs?
Week 3
•Workshop session three theme: Setting up a developmentally appropriate 
social play environment
•Workshop title: How Can I Set Up a Developmentally Appropriate Play 
Environment?
Week 4
•Workshop session four theme: Using a variety of strategies grounded in the 
theory of scaffolding to facilitate social play
•Workshop title: How Can I Develop a “Professional Toolbox” of Strategies 
to Facilitate Social Play?
Week 5
•Coaching and feedback sessions: Individualized sessions for half of the 
participants
Week 6
•Coaching and feedback sessions: Individualized sessions for other half of the 
participants
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Purpose of Manual 
The author of the training program, an occupational therapist with clinical 
experience working with preschool-aged children, has developed the following program 
manual to ensure intervention fidelity. It is important for the occupational therapist 
facilitator to follow the weekly session outline in the program manual to minimize 
deviations from intervention protocol. Please see Appendix B and C for the facilitator and 
participant program manuals respectively.  
Each weekly outline for the workshop consists of an introduction with the purpose 
and agenda for the session. The outline also consists of two to three learning objectives 
for the session. In line with adult learning principles, each session is organized using 
Kolb’s (1984) Model of Experiential Learning, which is based on the premise that 
experience is the building block of learning. Following the introduction and learning 
objectives, each session begins with concrete experience, followed by reflective 
observation, abstract conceptualization and active experimentation. This means that each 
session consistently begins with a practical experience component such as brainstorming. 
Next, there is a reflective component where participants are guided to share their thoughts 
and feelings regarding the matter at hand, to reframe the matter for reflection in light of 
alternative perspectives, and to establish a renewed perspective. This component is 
followed by a didactic educational component where information (e.g. definitions, 
subject content grounded in research evidence, etc.) is presented by the facilitator to 
ensure that participants gain the necessary knowledge to meet the objectives of the 
session. Finally, there are opportunities for guided practice where participants can apply 
  
60 
the information they have learned through practical exercises with analysis and/or role 
play opportunities and discussion questions. Each session concludes with a summary of 
key messages and time for questions. Please see Figure 2 for an outline of the workshop 
session flow. The weekly session outline has a list of materials and references at the end. 
There are recommended times associated with each part of the session outline. The time 
recommended for introductions is 15 minutes. The time recommended for review of 
learning objectives is five minutes. The times recommended for the concrete experience, 
reflective observation, abstract conceptualization and active experimentation are 15 to 20 
minutes, 10 minutes, 15 to 25 minutes, and 35 minutes respectively. The time 
recommended for conclusion is 10 minutes. There is a 10-minute break after the abstract 
conceptualization phase for each session. These recommended times help ensure flow 
and adherence to session duration times.  
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Figure 3.2 Outline of workshop session flow 
The facilitator program manual also consists of guidelines for the coaching and 
feedback session. Due to the individualized nature of this 30-minute session, the 
facilitator is not expected to follow a script, but the guidelines provide the facilitator with 
a framework to organize the session. Please see Figure 3 for an outline of the coaching 
and feedback session flow.  
Introduction: 15 minutes
•Purpose and agenda
Learning objectives: 5 minutes
Concrete experience: 15-20 minutes
•Brainstorming
Reflective observation: 10 minutes
•Descriptive, comparative and critical reflection
Abstract conceptualization: 15-25 minutes
•Didactic educational content
10 minute break
Active experimentation: 35 minutes
•Practical exercises, role play and discussion questions
Conclusion: 10 minutes
•Summary of key messages
Questions and comments
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Figure 3.3 Outline of coaching and feedback session flow 
Brief Review of Theoretical Frameworks and Research Evidence 
“Help Me Play” is guided by adult learning principles and grounded in 
scaffolding strategies. Please see Table 1 for an outline of the theories-program 
connection. Successful teacher training programs have embraced adult learning principles 
by incorporating reflective practice and experiential-based learning to account for early 
childhood educators’ preference for training programs that are situated and meaningful to 
their daily practice (Vu et al., 2015; Lobman, 2005; Chalufour et al., 2003). Several 
teacher training programs in the literature review have also been influenced by 
Vygotsky’s (1978) scaffolding strategy, in which adults tailor their involvement in play 
to meet the needs of individual children in particular situations and at particular periods 
in development (Trawick-Smith & Dziurgot, 2010a; Rosenthal & Gatt, 2010). In order to 
assist the teachers in scaffolding children’s social play development, “Help Me Play” 
includes one individualized coaching and feedback session for the participants. Several 
studies in the literature review have demonstrated the benefits of incorporating coaching 
and feedback to help teachers apply what they have learned in a training program more 
effectively in their practice (Meadan et al., 2012; Howe et al., 2012; Schepis et al., 2003; 
Discuss 
issues
Explore 
options
Develop an 
action plan 
(e.g. 
setting, 
strategies 
to use, 
materials 
needed)
Carry out 
action plan
Facilitator 
intervene 
as 
appropriate
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& Kohler et al., 2001).  
Table 3.1 
Theories-Program Connection 
Translation of Theories to “Help Me Play” 
Adult learning principles important in designing programs for teacher development 
(Gravani, 2012) 
Voluntary participation Teachers choose to participate in the program. 
Self-direction  Participants generate their own personally meaningful goals 
in addition to the program learning objectives. 
Action and reflection Learning activities include brainstorming sessions, group 
work, reflections, guided practice and discussions, not just 
lectures. 
Experiential learning Workshop sessions follow Kolb’s (1984) Model of 
Experiential Learning phases: concrete experience 
(brainstorming), reflective observation (descriptive, 
comparative and critical reflection), abstract 
conceptualization (didactic educational content), active 
experimentation (guided practice and/or independent 
practice). 
Comfortable and 
supportive learning 
climate 
Occupational therapist facilitator provides an agenda, takes 
on the role of a facilitator rather than an “expert,” and 
encourages questions and dialogues.  
Respect for different 
learning styles 
Various learning activities and materials are used to reach 
different types of learners (e.g. flowcharts, lectures, written 
notes, role playing, etc. for visual learners, aural learners, 
read/write learners and kinesthetic learners). 
Zone of proximal development and scaffolding (Vygotsky, 1978) 
Role that teachers have 
in scaffolding 
children’s social play 
development 
At the end of the four workshop sessions, the facilitator 
conducts an individualized coaching and feedback session to 
assist teachers in using scaffolding more effectively. This 
session is scheduled at the convenience of the participants.  
 
The proposed training program is guided by the following adult learning 
principles, thought to be important in designing programs for teacher development: 
voluntary participation, self-direction, action and reflection, experiential learning, 
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comfortable and supportive learning climate, and respect for different learning styles 
(Gravani, 2012). Participation in the training program is on a voluntary basis. 
Participants’ input is welcomed throughout the sessions. Although there are learning 
objectives associated with each session of the program, participants are asked to generate 
their own personally meaningful goals at the beginning of the program to foster self-
directedness. Participants have opportunities for active learning and reflective practice. 
Learning activities include brainstorming sessions, group work, reflections, guided 
practice and discussions, not just lectures, to allow for interaction and exchange of 
information and experience. In line with adult learning principle of active participation, 
the program sessions are organized using Kolb’s (1984) Model of Experiential Learning, 
which is based on the premise that experience is the building block of learning. Two 
studies reviewed earlier have demonstrated the benefits of experiential-based learning for 
teachers (Lobman, 2005 & Chalufour et al., 2003). Each session of the training program 
begins with concrete experience, followed by reflective observation, abstract 
conceptualization and active experimentation. The concrete experience phase is the 
starting place for experiential learning, which allows learners to directly encounter the 
topic being studied and gives learners a frame of reference to build upon (Myers & 
Roberts, 2004). In line with the concrete experience phase, each session of the training 
program begins with a brainstorming session. During the reflective observation phase, 
learners are given opportunity to reflect on their experiences from the concrete 
experience phase (Myers & Roberts, 2004). Reflection is a process, both individual and 
collaborative, involving experience and uncertainty, which is comprised of identifying 
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questions and key elements then taking one’s thoughts into dialogue with oneself, others 
and the larger context to reach newfound clarity that may spur changes in action or 
disposition (Jay & Johnson, 2002). Using a typology of reflection suggested by Jay and 
Johnson (2002), the facilitator guides participants in descriptive, comparative and critical 
reflection to describe the matter for reflection, reframe the matter in light of alternative 
views and establish a renewed perspective respectively. The reflection process allows 
participants to analyze implications of the learning activities and materials in their own 
practice. During the abstract conceptualization phase, the facilitator introduces new 
information through a lecture to allow the learners to form generalizations, rules and 
hypotheses about the topic at hand (Myers & Roberts, 2004). The didactic component 
incorporates active learning with fill-in-the-blanks in the participant manual. The last 
phase of the experiential learning process is active experimentation where learners 
engage in guided and/or independent practice (Myers & Roberts, 2004). Each workshop 
session of the training program includes an activity that allows participants to apply the 
information they receive during the abstract conceptualization phase. The occupational 
therapist delivering the program aims to foster an organized, respectful and supportive 
atmosphere conducive to learning by providing an agenda at the beginning of each 
session, taking on the role of a facilitator rather than an “expert,” and encouraging 
questions and dialogues throughout the sessions. The occupational therapist facilitator 
may use systematic sequencing of prompted activities, materials and support to optimize 
independent learning through guided questioning, comparing ideas, identifying 
connections and relationships, and distinguishing characteristics between concepts. 
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Finally, the training program is mindful of participants’ diverse learning styles, the ways 
in which and conditions under which learners most efficiently and most effectively 
perceive, process, store and recall what they are attempting to learn (Kitchie, 2011). The 
training program uses different learning activities and materials (e.g. flowcharts, lectures, 
written notes, role playing, etc.) to reach different types of learners—visual learners, 
aural learners, read/write learners, and kinesthetic learners. 
Moreover, “Help Me Play” strongly emphasizes the important role that teachers 
have in scaffolding children’s social play development. The program incorporates 
coaching and feedback to assist the teachers in using scaffolding more effectively. The 
proposed training program allots 30 minutes of coaching and feedback session for each 
participant. The facilitator schedules a meeting at the convenience of the participants to 
discuss any issues or difficulties in implementing any of the strategies learned in the 
training program and ways to use the strategies more effectively to facilitate social play 
of his or her preschool-aged students. Together, the facilitator and participant may 
explore options and develop an action plan (e.g. setting, strategies to use, materials 
needed) to be carried out by the participant. In line with the coaching and feedback 
protocols by Meadan et al. (2012) and Schepis et al. (2003), the facilitator can stay in 
close proximity to the teacher and use prompting, modeling, feedback (positive statement 
related to implementation of strategies and ways to use strategies more effectively) and 
encouragement to support the teacher. 
Based on the literature review on teacher training programs, and environment-
level factors and occupation-level factors for social play facilitation, four recurrent 
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themes have been identified. These themes, depicted in Figure 4, are used as basis for the 
content of the proposed training program. 
 
Figure 3.4 Recurrent themes from the literature that are the basis for the content of the 
training program sessions.    
Desired Outcomes from Training Program 
The desired outcomes from “Help Me Play” are improved knowledge and skills of 
early childhood educators or teachers in facilitating social play of their preschoolers. 
Participants are asked to complete five multiple choice or true or false questions at the 
beginning of each workshop session and two weeks after the last workshop session to 
evaluate their knowledge in facilitating social play. Participants are also asked to 
complete a self-report questionnaire during the first workshop session and two weeks 
after the last workshop session to evaluate self-perceived skills in facilitating social play 
using a 5-point Likert-scale. A possible indicator of success of “Help Me Play” may be 
statistically significant changes in scores from pre-test to post-test on these repeated 
measures. These statistically significant changes may present as scores of less than 80% 
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at pre-test and scores of 100% at post-test on the multiple choice and true or false 
questionnaires. These statistically significant changes may also present as ratings of two 
or lower at pre-test (indicating relatively low self-perceived skills on social play 
facilitation) and ratings of three or higher at post-test (indicating relatively high self-
perceived skills on social play facilitation) on the self-perceived skills questionnaire. 
These outcome measures are discussed in greater detail in Chapter Four. 
Potential Barriers or Challenges to Program Implementation 
 There are three main challenges to implementing “Help Me Play.” Firstly, there is 
the issue of participant recruitment. The program author plans to conduct a pilot test at a 
private preschool in New York City with 12 early childhood educators. Although the 
author may have connection with the preschool, participation in the training program is 
voluntary; thus, not all the teachers and teaching assistants may want to participate. 
Considering this first issue, it is important to obtain agreement and support from all 
personnel at the preschool through an evaluability assessment, which is outlined in 
greater detail in Chapter Four. Secondly, there is the related issue of participant retention. 
As participation in “Help Me Play” is on a voluntary basis, participants can withdraw at 
any time and some participants may not complete all four workshop sessions of the 
program. In response to this second issue, the program author is mindful of scheduling 
the weekly workshop sessions at a time that is convenient for the participants (i.e. shortly 
after work hours or during designated times for professional development), making 
learning a shared responsibility for the group rather than taking on the role of the 
“expert,” including interactive activities to keep participants engaged in each session, and 
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checking in with participants regularly using multiple communication methods (e.g. 
email and in-person).  Thirdly, there are financial resources required to fund the training 
program. Potential expenses associated with the training program such as personnel, 
equipment and materials are outlined in Chapter Five. In anticipation of funding needs, 
the program author has prepared a list of possible funding grants from state government 
and various community organizations, which can be found in Chapter Five.  
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Chapter 4: Evaluation Plan 
Program Title 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
Preschoolers is an evidence-based, client-centered and theory-driven training program 
facilitated by an occupational therapist that provides educational opportunities for early 
childhood educators to support the development of social play among preschool students 
in an inclusive classroom setting. 
Overall Vision 
Program evaluation is needed to analyze how well the program is being 
implemented (formative evaluation) and whether the program is producing the intended 
results (summative evaluation). The following section discusses the second phase of the 
author’s program evaluation project, in which the author plans to conduct a pilot test of 
the training program in one preschool in New York City. It is assumed that the first phase 
of the program evaluation project, which consists of a purely formative evaluation to 
develop program content has been completed. For this second phase, from a formative 
evaluation perspective, the author wants to find out participants’ perceptions of the 
program. This information can be used by the author to make adjustments to improve 
program delivery and support optimal outcomes prior to a formal launch of the program. 
From a summative evaluation perspective, the author wants to find out if the program is 
effective in improving preschool teachers’ knowledge and skills in facilitating social 
play. This information is instrumental in expanding the program, attracting new 
participants, and securing funding; thus, intended users include key stakeholders such as 
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occupational therapist facilitators, teachers, preschool directors and funding agencies.  
Program Logic Model 
The Program Logic Model is shown below in Figure 1.  Please see Appendix D 
for an enlarged version for details on program inputs, resources, activities, outputs and 
outcomes. 
 
Figure 4.1 Program Logic Model 
Overview of the Plan for Evaluability Assessment (EA) 
An EA, used to obtain agreement and support from stakeholders, has four 
standards or objectives: program goals are agreed on and realistic, information needs are 
well defined, evaluation data are obtainable and intended users are able to use the 
evaluation information (Wholey, 2015). For the pilot test, the author plans to invite the 
	
Program Title:  “Help Me Play: A Teacher Training Program to Facilitate Social Play in Preschoolers” 
   Inputs         Problem                                               Activities                                                 Outcomes 
    Resources                                      Theory           Outputs          
 
 
 
 
 
 
 
 
 
 
 
 
 
 			
Program Clients 
-Early childhood 
educators or teachers 
who work with 
preschool-aged students 
aged three to five 
-Preschool director and 
assistant director 
 
 
 Program Resources 
-Occupational therapists 
facilitating the program 
-Preschool 
administrators whose 
support is vital in 
program 
implementation 
-Funding from private 
pay and preschool 
organizations 
-Physical space and 
materials for the 
program 
 
 
External/Environmental Factors: (facility issues, economics, public health, politics, community resources, or laws and regulations) 
-Antecedent: Teacher characteristics (education, number of years as teachers, beliefs about social play), geographical location of preschool and accessibility to outdoor play 
thought to promote social play, funding priority, available physical space for training 
-Mediators: Changes in preschool administration, culture, educational policies (e.g. increased focus on academics at the expense of support and time for play) and 
competing professional development opportunities for teachers 
Nature of the Problem 
-Limited evidence-based, 
occupation- and client-
centered training programs 
to improve the ability of 
early childhood teachers to 
facilitate social play in their 
preschool-aged students 
 
  
Program Theory 
-The Person Environment 
Occupation Model (Law et 
al.): poor fit between the three 
factors in enabling teacher’s 
occupational performance of 
facilitating social play  
-Knowles’ (1980) adult 
learning principles 
-Adult learning principles 
important for professional 
development for teachers 
(Gravani, 2012)  
-Kolb’s (1984) Model of 
Experiential Learning 
-Vygotsky’s (1978) 
scaffolding 
 
 
 
Interventions and Activities 
-Implement an evidence-based, 
occupation- and client-centered 
training program to improve early 
childhood or teachers’ abilities to 
facilitate social play more 
effectively: 4 weekly workshop 
sessions (2 hours) and 1 
individualized coaching and 
feedback session (30 minutes); 
topics covered include definition 
and value of social play, 
intentional and reflective practice, 
environmental supports and 
hindrances, and intervention 
strategies grounded in 
scaffolding. 
-Collect data on teachers’ 
perceptions of training program, 
knowledge of social play, and 
skills associated with social play 
facilitation competence  
Short-Term 
Outcomes 
-Preschool 
administrators 
and teachers 
demonstrate 
understanding 
of the role of 
occupational 
therapists as 
collaborative 
consultants 
-Preschool 
teachers learn 
knowledge of 
roles and 
strategies, and 
hands-on skills 
to facilitate 
social play of 
their preschool 
-Preschool 
teachers report 
improved 
knowledge and 
skills social 
play facilitation 
 
 
 
 
Intermediate 
Outcomes 
-Preschool 
administrators and 
teachers value 
increased 
opportunities to 
collaborate with 
occupational 
therapists in social 
play facilitation 
-Preschool teachers 
demonstrate 
improved play 
facilitation 
competence 
 
 
  
 
 
 
 
Program Outputs 
-# of preschool teachers trained 
-Educational and training 
materials  
 
Long-Term 
Outcomes 
-Increased 
collaboration 
between preschool 
teachers and 
occupational 
therapists 
-Increased social 
play in preschoolers 
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following in-house personnel: preschool director, associate director, and 12 preschool 
teachers or teaching assistants. Other stakeholders may include students and parents; 
other occupational therapists who work in the preschool setting through the author’s 
place of employment; and the author’s doctoral project advisor. The author may meet 
with the stakeholders in groups (preschool personnel and other stakeholders) and present 
a needs analysis to support the development of the proposed program. Research shows 
that there are limited training programs to improve the ability of early childhood 
educators or teachers to facilitate social play. A review of 18 accredited early childhood 
teacher licensure programs in the United States found that there were no courses focusing 
on play and only one course that mentioned play in its course description (Vu et al., 
2012). In a qualitative study to investigate reported beliefs and practices relating to peer 
relationships, Davis and Degotardi (2015) found that educators believe in the importance 
of social play but their responses lacked any strong references to intentional teaching to 
facilitate social play. Besides research evidence, the author may discuss the New York 
State Prekindergarten Foundation for the Common Core’s (New York State Education 
Department, 2012) emphasis on purposeful play in supporting learning to provide further 
support for the proposed program.  
The author may also present a proposed program logic model (see Appendix D) 
which identifies key program inputs, intended program activities and outputs, intended 
outcomes, and assumed causal linkages among inputs, activities, outputs and outcomes. 
Through open discussion and collaboration with stakeholders, the author attempts to seek 
consensus on the program inputs, outputs and outcomes. There may be a proposed time 
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line to keep the EA team on track as well as documentation-keeping for significant 
decisions and agreements made to ensure transparency. Finally, the author may present a 
proposed plan to pilot the program in the preschool, which lists resources and supports 
needed from the stakeholders.  
Core Purpose 
As the project consists of a formative and summative evaluation, there are two 
different core purposes. For the formative evaluation part, the purpose is descriptive as 
the author’s aim is to know what is going on in the program (Newcomer, Hatry, & 
Wholey, 2015). Specifically, the author wants to know perceptions of participants 
regarding what they find most useful about the training program and what needs to be 
changed or improved. For the summative evaluation part, the purpose is causative 
(Newcomer et al., 2015) as the author’s aim is to determine the relationship between the 
training program and the outcome variables (e.g. teacher knowledge and skills for 
facilitating social play). In the next phase of the project, the author intends to recruit a 
larger number of participants allowing for randomization to a wait-list control group and 
an intervention group to establish a stronger cause and effect relationship between the 
training program and the outcome variables.  
Scope of the Evaluation 
The training program consists of four weekly two-hour workshop sessions held in 
small groups of eight to 12 individuals, and one 30-minute individualized coaching and 
feedback session. The workshop covers the following topics: definition and benefits of 
social play; intentional and reflective practice in assessing children’s play needs; 
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environmental supports and barriers in facilitating social play; and social play facilitation 
strategies grounded in scaffolding. The individualized coaching and feedback sessions 
are held within two weeks after the last workshop session. The formative evaluation is 
conducted at the end of all coaching and feedback sessions, two weeks after the last 
workshop session. The summative evaluation spans for six weeks with pre-test data 
collected at the beginning of each workshop session, and post-test data collected two 
weeks after the last workshop session. Two weeks have been selected to collect the 
formative data and the summative post-test data to provide teachers with sufficient time 
to incorporate the strategies learned in the program while ensuring minimal memory 
recall bias. This program evaluation project consists of a pilot test in one private 
preschool in New York City with 12 early childhood educators as there are six classes 
with two educators (head teacher and assistant) in each class. The exclusion criterion is 
incomplete attendance of training program. Please see Table 1 for a timeline of the 
evaluation plan. 
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Table 4.1 
Timeline of the Evaluation Plan 
Week Program Session Evaluation Protocol Data Collection 
1 Workshop 
session one 
Summative evaluation: 
Knowledge pre-test for 
session one 
 
Summative evaluation: Skills 
pre-test 
Demographic variables 
 
Five multiple choice questions 
based on session one 
 
Self-Perceived Social Play 
Facilitation Skills 
Questionnaire 
 
2 Workshop 
session two 
Summative evaluation: 
Knowledge pre-test for 
session two 
Five true/false questions based 
on session two 
3 Workshop 
session three 
Summative evaluation: 
Knowledge pre-test for 
session three 
Five true/false questions based 
on session three 
4 Workshop 
session four 
Summative evaluation: 
Knowledge pre-test for 
session four 
Five multiple choice questions 
based on session four 
5 Coaching and 
feedback 
sessions for half 
of participants 
  
6 Coaching and 
feedback 
sessions for other 
half of 
participants 
Formative evaluation: Focus 
group and survey 
 
Summative evaluation: 
Knowledge post-test for 
sessions one, two, three and 
four 
 
Summative evaluation: Skills 
post-test 
Focus group open-ended 
questions 
 
Participant Feedback Survey 
 
Five multiple choice questions 
based on session one; Five 
true/false questions based on 
session two; Five true/false 
questions based on session 
three; and Five multiple choice 
questions based on session four 
 
Self-Perceived Social Play 
Facilitation Skills 
Questionnaire 
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Evaluation Questions 
As mentioned previously, key stakeholders include occupational therapist 
facilitators, teachers, preschool directors and funding agencies. Through the EA process, 
evaluation questions may be generated from these stakeholders. Occupational therapist 
facilitators may ask the following question: Is the teacher training program having the 
intended short-term results (improved teacher knowledge and skills in social play 
facilitation) and intermediate-term results (improved teacher social play facilitation 
competence)? Teachers who are the participants may ask the following question: Will I 
be able to improve my knowledge and skills in facilitating social play in my students 
after participating in this teacher training program? Preschool directors may want to 
know if the program is well-received by the staff while funding agencies may want to 
know if the benefits derived from the program justify the cost.  
Types of Research Designs and Methods Considered  
The proposed research design is mixed methods due to the combined formative 
and summative nature of the program evaluation project. For the formative part of the 
program evaluation, the research design is descriptive based on a focus group and a 
survey to collect information about participants’ perceptions of the training program. A 
focus group is a planned discussion led by a moderator who guides a small group of 
participants through a set of carefully sequenced or focused questions in a non-
threatening conversation (Krueger & Casey, 2015). One challenge in a focus group is 
associated with moderating the discussion. Krueger and Casey (2015) highlighted the 
advantage of having a moderator that is relatable to the participants. To this end, the 
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author may ask a preschool teacher colleague to be a co-moderator. In order to capture 
the rich information from a focus group in an organized fashion, the author plans to use a 
digital audio recorder, provide an introduction to the purpose of the group, use probes to 
draw out responses (“Tell me more”), manage group dynamics, and summarize key 
points to conclude the group. In addition to the focus group, a Likert-scale survey may be 
used to collect information about participants’ perceptions of the activities covered in the 
training program and the facilitator. The survey may be conducted through pen and paper 
questionnaire, which is considered an effective method when there is a captive audience 
as the participants are completing the survey at the end of the focus group meeting 
(Newcomer & Triplett, 2015). The focus group and survey enable the author to collect 
qualitative and quantitative data, respectively, regarding the participants’ perceptions of 
the training program.  
For the summative part of the program evaluation, the research design is a quasi-
experimental one group pre-test-post-test design. This design contains a manipulation and 
uses the participants as their own comparison group, but there is no random group 
assignment. The issue in using this research design is that there are threats to internal 
validity including maturation, history and testing effects, which limit causal inference 
(DePoy & Gitlin, 2005). However, this design is appropriate for the purpose of pilot 
testing the training program.  
Data Collection 
For the formative part of the program evaluation, the descriptive data are 
qualitative and quantitative. Qualitative data are based on answers to open-ended 
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questions posed in the focus group related to participants’ perceptions of what they have 
learned in the training program, what they have enjoyed the most, what they found most 
useful, what they would change in their practice, if any, based on the training program, 
and what would improve the training program. Quantitative data are based on five-point 
Likert-scale survey related to participants’ degree of agreement with the following 
statements: 1) The objectives of the training program were clearly defined; 2) 
Participation and interaction were encouraged; 3) The topics covered were relevant to 
me; 4) The content was organized and easy to follow; 5) The materials distributed were 
helpful; 6) The practical components were helpful; 7) This training experience will be 
useful in my work; 8) The facilitator was knowledgeable about topics; 9) The facilitator 
was well-prepared; 10) The training objectives were met; 11) The time allotted for the 
training program was sufficient; 12) The meeting room and facilities were adequate and 
comfortable. The five-point Likert-scale rating is as follows: 1 = strongly disagree, 2 = 
disagree, 3 = neutral, 4 = agree, 5 = strongly agree. These statements were adapted from 
an evaluation form for an English as a Second Language training program (Center for 
Applied Linguistics, 2011). Please see Appendix E for a copy of the Likert-scale 
Participant Feedback Survey. The focus group is held two weeks after workshop 
completion. The survey is administered at the end of the focus group meeting.  
For the summative part of the program evaluation, the data are quantitative with a 
repeated measures pre-test-post-test design. The independent variable is the teacher 
training program. The dependent variables are teacher’s knowledge and skills in 
facilitating social play. Participants are asked to complete multiple choice questions and 
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true or false questions at the beginning of each workshop session and two weeks after the 
last workshop session to evaluate their knowledge in facilitating social play. Please see 
Appendix F for a facilitator copy of the multiple choice and true or false questionnaires 
with answers provided. Participants are also asked to complete a self-report during the 
first workshop session and two weeks after the last workshop session to evaluate self-
perceived skills in facilitating social play. Using Likert-scales, participants are asked to 
self-report their perceived skills in engaging in intentional and reflective practice to 
facilitate social play, setting up environments to facilitate social play, extending social 
play using natural intervention strategies, etc. The five-point Likert-scale rating is as 
follows: 1 = poor, 2 = fair, 3 = good, 4 = very good, 5 = excellent (Vagias, 2006). Please 
see Appendix G for a copy of the Self-Perceived Skills in Social Play Facilitation 
Questionnaire that the author has developed based on competences thought to be 
important in preschool teachers’ involvement in children’s play (Vorkapic & Katic, 2015) 
Data Management Plan  
In terms of data coding, demographic variables are collected during pre-testing, 
and include categorical variables such as gender and highest education level as well as 
ratio variables such as age and number of years as teachers. These demographic variables 
may be computed to describe the sample. The Likert-scales variables are ordinal. The 
demographic and Likert-scales variables are collected via pen and paper with no 
identifying information to ensure confidentiality. The author plans to store raw data in a 
locked cabinet.  
Data entry and analysis are to be conducted after all data collection has been 
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completed. The author plans to enter the data into a password-protected computer. The 
author is responsible for transcribing participants’ answers to the focus group open-ended 
questions. The author is also responsible for summing the summative scores on the 
multiple choice and true or false questionnaires. The author plans on using Statistical 
Package for the Social Sciences (SPSS) to analyze the quantitative data which includes 
the formative Likert-scales, summative scores on the multiple choice and true false 
questionnaires, and summative self-report Likert scales. The author plans to save the data 
into an encrypted USB and external hard drive as part of the data backup plan (DePoy & 
Gitlin, 2005).   
Data Analysis and Reporting 
Statistical analysis is concerned with the organization and interpretation of data 
according to well-defined and systematic procedures (DePoy & Gitlin, 2005). The author 
plans to use an inductive thematic analysis to analyze the qualitative data from the focus 
group. Thematic analysis is a method for identifying, analyzing and reporting patterns or 
themes from the data. As per Braun and Clarke (2006), there are various steps involved in 
using this method. First, the focus group audio recording needs to be transcribed. Second, 
an initial list of ideas about what is in the data and what is interesting about them are 
generated in the form of initial codes. Third, the initial codes are analyzed at the broader 
level of themes. Fourth, the themes are reviewed and refined. Fifth, the main themes are 
named and defined. Sixth, a report is generated to demonstrate key findings and to 
discuss implications in relation to possible improvements for program delivery. Before 
the report is generated, the validity of the main themes can be confirmed through member 
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checking, which involves affirming a particular finding with the informants (DePoy & 
Gitlin, 2005), who are participants of the training program. 
As mentioned earlier, the author plans to analyze the quantitative data through 
SPSS. These data include descriptive statistics such as demographic variables, and 
inferential statistics (e.g. formative Likert-scale survey and pre-test-post-test summative 
variables). For the demographic variables, the selected primary statistical tools include 
measures of central tendency such as mean of age of participants, and measures of 
variability such as range of number of years as teachers. These variables may be 
important moderators for the effectiveness of the training program as research evidence 
shows that teacher experience has a positive impact on social play facilitation (Trawick-
Smith & Dziurgot, 2010b); thus, the program may have special relevance for relatively 
new teachers. For the formative Likert-scale survey, a possible indicator of success of 
“Help Me Play” may be a mean or an average rating of four out of five based on 
participants’ feedback of the training program, with higher numbers indicating more 
positive perceptions of the training program. For the pre-test-post-test summative 
questionnaires scores and summative Likert-scales of teachers’ self-perceived skills in 
social play facilitation competence, the repeat measures t-Test or repeat measures 
analysis of variance can be used to analyze the difference between means before and after 
participating in the training program. A possible indicator of success of “Help Me Play” 
may be statistically significant changes in scores from pre-test to post-test on these 
repeated measures. These statistically significant changes may present as scores of less 
than 80% at pre-test and scores of 100% at post-test on the summative multiple choice 
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and true or false questionnaires. These statistically significant changes may also present 
as ratings of two or lower at pre-test (indicating relatively low self-perceived skills on 
social play facilitation) and ratings of three or higher at post-test (indicating relatively 
high self-perceived skills on social play facilitation) on the Self-Perceived Social Play 
Facilitation Skills Questionnaire. In terms of reporting the findings, it is important to 
provide information about measurement of variables and relevant statistics, present 
information on statistical significance clearly, and use graphics such as tables and graphs 
to visually represent analytical findings (Newcomer & Conger, 2015). 
Conclusion 
The proposed occupational therapist-delivered training program for early 
childhood educators or teachers aims to improve their knowledge and skills on 
facilitating social play more effectively in their preschool classrooms. It is important to 
consult various key stakeholders in evaluation design of “Help Me Play”: A Teacher 
Training Program to Facilitate Social Play in Preschoolers to ensure that the results of the 
program evaluation project are used to inform future practice. By combining formative 
and summative evaluation approaches and collecting quantitative and qualitative data, the 
author hopes to gather comprehensive information about the program to improve how the 
program is delivered and to measure the outcomes of the program. Plans for data 
management, analysis and reporting have been outlined to organize and account for the 
data in a meaningful way. 
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Chapter Five: Funding Plan 
Description of Proposed Program 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
Preschoolers aims to address the problem of a lack of evidence-based, occupation- and 
client-centered training programs for early childhood educators or teachers to facilitate 
social play of preschool-aged children in an inclusive classroom setting. This proposed 
training program aims to enable teachers to build a solid understanding of the value of 
social play for early childhood development, to engage in intentional and reflective 
practice in social play facilitation, to set up developmentally appropriate play 
environment with consideration of materials, to develop a “professional toolbox” of 
strategies grounded in scaffolding to facilitate social play, and to use scaffolding more 
effectively to facilitate social play. The training program consists of four weekly 
workshop sessions, lasting two hours per session, and an individualized coaching and 
feedback training session, lasting 30 minutes. The weekly workshop sessions are held in 
small groups of eight to 12 individuals. The program covers the following topics: 
definition and benefits of social play, assessment of social play needs, environmental 
supports and barriers, and strategies to facilitate social play in preschoolers. The 
individualized coaching and feedback session is held within two weeks upon completion 
of the workshops at a time and place convenient for the participants. During this session, 
the facilitator may use prompting, modeling, feedback and encouragement to support the 
teacher in using scaffolding strategies to facilitate social play more effectively.  
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Funding Plan Rationale 
 In what follows, a funding plan is discussed to describe available local resources, 
costs associated with the proposed program, and relevant sources that may be considered 
for funding. It is essential to have a sound funding plan for successful program 
implementation and delivery in order to determine the amount of finances needed by the 
program to carry out its operations smoothly and to facilitate the collection and proper 
utilization of funds.    
Available Local Resources 
 The occupational therapist who developed “Help Me Play” has several personal 
and professional connections in the community to help launch the program. Firstly, the 
author of the training program has several connections with healthcare professionals such 
as occupational therapists, physical therapists and speech therapists who have extensive 
experience in pediatrics and who are willing to review the training program content and 
provide feedback as appropriate. Secondly, the author has a professional connection with 
the Program and Support Coordinator at the pilot testing facility as she had worked in this 
preschool organization previously. This professional connection enables the author to 
pilot test “Help Me Play” prior to a formal launch of the program. Thirdly, the author has 
a personal connection with an early childhood educator who is willing to co-facilitate the 
focus group for the program evaluation component. This collaboration may assist the 
author in gathering information about how to improve the program prior to a formal 
launch. Fourthly, the author works for an employment agency that is one of the vendors 
of related services (e.g. occupational therapy, physical therapy, speech therapy) for the 
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New York City Department of Education (DOE) Committees of Preschool Special 
Education (CPSEs). CPSEs coordinate and carry out the special education process for 
preschool children ages three to five in the district a family resides (New York City DOE, 
2017). This means that the author has access to various preschool organizations in New 
York City to expand the training program following pilot testing. Finally, the 
employment agency has a Senior Director of Clinical Services who is an occupational 
therapist and who can provide help and advice as needed on program implementation and 
delivery. The author of “Help Me Play” aims to use connections in her personal and 
professional networks to review program content, to pilot test the program, to gather 
feedback from participants, and to expand the program.   
Needed Resources: Year One Budget 
 The Year One budget focuses on costs associated with pilot testing the program at 
a private preschool in New York City. Please see Table 1 for a visual breakdown of the 
budget plan for year one and year two. 
 Personnel. The author is an occupational therapist with experience working with 
preschool-aged children. She may be compensated for her time at an hourly rate that is 
comparable to an hourly rate of a per diem occupational therapist working with 
preschool-aged children through CPSEs ($58/hour). She is responsible for the program 
content and delivery. As the program content is completed, the personnel cost focuses on 
program delivery in terms of facilitating the four workshop sessions and the 
individualized coaching and feedback sessions. The number of hours allocated for 
program delivery are as follows: a one-hour preparation prior to each of the four 
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workshop sessions to prepare necessary materials such as handouts, two hours of actual 
program delivery for each of the four workshop sessions, 30-minutes of actual program 
delivery for the coaching and feedback session for each of the 12 participants, and 30-
minutes of travel time for each of the individualized coaching and feedback session as 
these sessions are held at a time and place convenient for the participants. The number of 
hours estimated for program delivery is 24 hours. At a rate of $58/hour, the estimated 
personnel salary cost is $1,392 
 Consultants. As mentioned in “Available Local Resources,” the author has 
personal and professional connections with other healthcare professionals who have 
extensive experience in pediatrics and who are willing to review the training program 
content and provide feedback as appropriate. She is connected to the Senior Director of 
Clinical Services at her place of employment who can provide help and advice as needed 
on program implementation and delivery. The author of the training program also has a 
personal connection with an early childhood educator who is willing to co-facilitate the 
focus group for the program evaluation component. These individuals have provided 
verbal agreement to assist the author voluntarily without pay. However, as these 
individuals are generously donating their time and expertise, the proposed budget 
allocates $20 gift cards for these consultants. It is estimated that three professionals may 
review the program content. In consideration of these three individuals, the Senior 
Director of Clinical Services at the program developer’s place of employment and the 
early childhood educator colleague, five gift cards in the amounts of $20 are included in 
the budget. The estimated cost for consultants is $100.  
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 Equipment. A notebook computer is required for the workshop portion of the 
training program to enable the facilitator to present the PowerPoint slides to the 
participants. The notebook computer is also important to enable the facilitator to 
communicate to participants via email. A search on Best Buy (2017a) reveals that 
notebook computers range in prices from $112.99 to $5399.99. As of March 2017, the 
highest rated laptop with a moderate price range on Best Buy is the $329.99 Dell Inspiron 
15.6” Touch-Screen Laptop with Intel Core i3, 6 GB Memory, 1 TB Hard Drive. A 
Microsoft PowerPoint subscription is needed to run the program on the laptop. According 
to Best Buy (2017b), a one-year subscription for Microsoft Office 2016 versions of 
Word, Excel, PowerPoint and Outlook costs $49.99 with a notebook computer purchase, 
which is a savings of $20 as this package costs $69.99 when purchased alone. Other 
equipment needed are an LCD projector and portable projector screen to present the 
slides. A search on Best Buy (2017c) reveals that LCD projectors range in prices from 
$196.99 to $2799.99. As of March 2017, on Best Buy, a moderately priced LCD 
projector with positive customer reviews is the $299.99 Epson VS240 SVGA 3LCD 
Projector. A search on Best Buy (2017d) reveals that portable projector screens range in 
prices from $149.99 to $1599.99. As of March 2017, on Best Buy, a moderately priced 
portable projector screen with fairly positive customer reviews is the $167.99 Elite 
Screens-Tripod Series 120” Portable Projector Screen. The estimated subtotal for 
equipment costs is $847.96 before taxes. Taxes are 8.875% in New York State. The 
estimated total for equipment costs is therefore $923.22 with $75.26 accounted for taxes. 
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 Supplies. There are participant manuals to accompany the PowerPoint slides. 
There are 103 slides. The participant manuals may be printed on an 8.5”x11” paper with 
two slides per page; thus, there are 52 pages. In addition to the participant manuals, there 
are additional resources (e.g. a flow chart for intentional and reflective practice, three 
play space design pages, a professional “toolbox” of strategies page) that are enlarged on 
an 8.5”x11” paper as part of the workshop sessions, and 11 pages of questionnaires as 
part of the program evaluation. To this end, each participant receives 68 pages of 
educational and evaluation handouts. According to Staples (2017a), it costs $0.42 to print 
or copy a standard color document, but there are savings when printing or copying large 
quantities of documents. For example, it costs $0.27 to print or copy 501 to 1000 pages of 
documents. Given that there are 12 participants and each participant receives 68 pages of 
handouts, 816 pages are needed to be printed at a cost of $0.27 per page. The estimated 
cost to print the participant handouts is $220.32 before taxes. Other supplies needed are 
lined paper and pens for notetaking as well as an easel pad and markers for the group 
brainstorming sessions during the workshop. A search on Staples (2017b) reveals that a 
pack of lined paper with 400 sheets/pack costs $5.99. A box of black ball point pens with 
60 pens/box costs $5.99 on Staples (2017c). There are various options for easel pads. 
According to Staples (2017d), the price ranges from $17.99 to $34.99 for a single pack of 
easel pad with 20 pages. The $17.99 Staples Stickies 23” x 20” repositionable tabletop 
easel pad is included in the budget due to its relatively low cost and functional design. 
Finally, a box of Sharpie flip chart markers costs $8.99 for eight markers in the set 
(Staples, 2017e). The subtotal for the supplies is $259.28. Taxes are 8.875% in New York 
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State. The estimated total for the supplies is therefore $281.97 with $22.69 accounted for 
taxes. 
 Communication. Internet access is required to communicate with program 
participants. Weekly emails may be sent prior to each workshop session to introduce 
participants to the topic of the week. E-mails may also be used to set up individualized 
and coaching feedback sessions with participants. There are several Internet access 
providers in New York City that serves the area where the program author resides. An 
Internet package from RCN (2017) and Verizon (2017) for high-speed wireless Internet 
access is $44.99/month and $54.99/month respectively. Opting for the RCN package, 
$539.88 is required annually for Internet.  
 Travel. The author is also the facilitator for pilot testing. The workshop sessions 
may be conducted on site at the preschool. The individualized coaching and feedback 
sessions are held at a time and place convenient for participants. It is likely that these 
individualized coaching and feedback sessions may also be conducted at the preschool as 
the purpose of these sessions is to assist participants in using the scaffolding strategies 
learned in the training program more effectively in their classrooms. The author is using 
public transit to travel to the workshop sessions and individualized coaching and 
feedback sessions. According to the Metropolitan Transportation Authority (MTA, 2007), 
which manages public transit in New York City, the subway, local bus and select bus fare 
is $2.75 when using a MetroCard, which costs $1 to purchase. There is a 5% bonus each 
time an individual adds $5.50 or more in value on the MetroCard such that putting $10.50 
on the MetroCard allows the individual to ride public transit four times. It is estimated 
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that the program author may use public transit 32 times during program delivery, eight 
times for the workshop sessions and 24 times for the individualized coaching and 
feedback sessions, accounting for round trips. Given the fee for a new MetroCard, the 
fare breakdown and the 5% bonus, it is estimated that $85 will be the total expense for 
transportation.  
 Rental of facilities. Since the workshop sessions and individualized coaching and 
feedback sessions are held at the preschool, there is no need to rent out an off-site 
meeting or conference room. The workshop sessions can be held in an empty classroom 
once the children are dismissed at 3:00 pm. The preschool is housed in a community 
center that has an auditorium, which can also serve as a potential space to hold the 
workshop sessions.  
Needed Resources: Year Two Budget 
 The Year Two budget focuses on costs associated with expanding the program 
and disseminating key messages. Assuming that pilot testing has results in positive 
benefits of the program, the author aims to deliver the training program to four schools in 
the second year to gather more evidence for the effectiveness of the program. The author 
also plans on disseminating key messages from the project to specific audiences that may 
benefit from the results. Please see Chapter Six for more information about the 
Dissemination Plan. Please see Table 1 for a visual breakdown of the budget plan for 
Years one and two. 
 Personnel. In line with Year One budget, the author may be compensated for her 
time at an hourly rate that is comparable to an hourly rate of a per diem occupational 
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therapist working with preschool-aged children through CPSEs ($58/hour). 
Compensation is based on number of hours spent on program delivery. In line with Year 
One budget, the number of hours allocated for program delivery includes a one-hour 
preparation prior to each of the four workshop sessions to prepare necessary materials 
such as handouts, two hours of actual program delivery for each of the four workshop 
sessions, 30-minutes of actual program delivery for the coaching and feedback session 
for each of the 12 participants and 30-minutes of travel time for each of the 
individualized coaching and feedback session as these sessions are held at a time and 
place convenient for the participants. The number of hours estimated for program 
delivery is 24 hours for each school. Since the aim is to deliver the training program to 
four schools, the program author may be compensated for 96 hours. At a rate of $58/hour, 
the estimated personnel salary cost is $5568. 
 Consultants. The author’s place of employment is well connected to preschool 
organizations in New York City as it is one of the vendors for CPSEs. This connection 
provides the author access to these preschools. However, to better promote the training 
program and maximize enrollment, a marketing expert may be consulted to create and 
implement marketing strategies. Upwork (2017) is an online marketplace that connects 
quality freelancers with individuals and businesses in need of services that include 
programming, designing and writing. A search on Upwork reveals several marketing 
experts in United States for hire. Their hourly fees range from $25 to $60. One possible 
candidate for the role of marketing consultant is Daelyn F from Wild Magnolia Creative, 
who has 100% job success rating and who charges $30/hour for her expertise. It is 
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estimated that 10 hours of services may be required for company branding, content 
management and digital advertising. At a rate of $30/hour, $300 is required for the 
marketing consultant.  
 Equipment. The equipment from Year One budget may continue to be used. The 
only equipment that may need to be repurchased is the Microsoft Office subscription for 
$69.99 before taxes. The total is $76.11 with $6.12 accounted for taxes. 
 Supplies. The breakdown for the slides and pages for the participant manuals and 
resources are similar as Year One budget. Each participant receives 68 pages of handouts. 
According to Staples (2017a), it costs $0.42 to print or copy a standard color document, 
but there are savings when printing or copying large quantities of documents. For 
example, it costs $0.21 to print or copy 2001 to 5000 pages of documents. It is estimated 
that there may be eight to 12 participants in each of the four schools. Supposing that the 
training program reaches maximum enrollment, there are 48 participants. In light of these 
numbers, 3,264 pages need to be printed at a cost of $0.21 per page. The estimated cost to 
print the handouts is $685.44 before taxes. Other supplies needed are lined paper and 
pens for notetaking as well as an easel pad and markers for the group brainstorming 
sessions during the workshop. The costs and details associated with these supplies were 
outlined in Year One budget. Four packs of lined paper with 400/sheets pack at 
$5.99/pack are required for Year Two; thus, $23.96 is required. Four easel pads at $17.99 
per easel pad are required; thus, $71.96 is required. The box of pens and flip chart 
markers from Year One budget can continue to be used. The subtotal for the new supplies 
is $781.36. Taxes are 8.875% in New York State. The estimated total for the supplies is 
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$849.73 with $68.37 accounted for taxes. 
 Communication. In line with Year One budget, opting for the RCN Internet 
package, $539.88 is required annually for Internet to communicate with program 
participants.  
 Travel. In line with the Year One budget, it is estimated that for each preschool, 
the author uses public transit 32 times during program delivery, eight times for the 
workshop sessions and 24 times for the individualized coaching and feedback sessions, 
accounting for round trips. Based on Year One budget, it is estimated that $85 will be 
required for transportation to/from one preschool. To this end, it is estimated that $340 
will be required for transportation to/from four preschools.  
 Rental of facilities. Since the workshop sessions and individualized coaching and 
feedback sessions are held at the preschool, there is no need to rent out an off-site 
meeting or conference room. The workshop sessions can be held in an empty classroom 
once the children are dismissed at the various preschools.  
Dissemination activities. There are expenses associated with implementing some 
of the dissemination activities, tools and techniques for the primary and secondary 
audiences of early childhood educators or preschool teachers and occupational therapists 
respectively. Please see Chapter Six for a detailed breakdown. The estimated total 
expenses for dissemination activities are $3425.67. 
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Table 5.1 
 
Year One and Year Two Budgets 
 
Item Cost/Fee Year One 
Budget (Pilot 
testing in one 
private 
preschool) 
Year Two 
Budget 
(Program 
expansion to 
four 
preschools) 
Rationale 
Personnel = $1392 for Year One; $5568 for Year Two 
Program 
author salary 
$58/hour $1392 
Program 
delivery: 24 
hours 
$5568 
Program 
delivery: 
96hours 
Program delivery: four 
2-hour workshop 
sessions, 30-minutes 
individualized 
coaching and feedback 
session for 12 
participants, 
preparation and travel 
time 
 
Consultants = $100 for Year one; $300 for Year Two 
Advisers 
appreciation 
gifts 
$20 gift 
cards/person 
$100 Not 
applicable 
Three health care 
professional colleagues 
are reviewing program 
content and providing 
feedback.  
 
A Senior Director of 
Clinical Services is 
available to advise on 
program content 
delivery.  
 
An early childhood 
educator colleague is 
available to assist in co-
facilitating focus group. 
 
Marketing 
consultant 
$30/hour N/A $300 A marketing expert may 
be consulted to better 
promote the training 
program and maximize 
enrollment.  
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Equipment = $923.22 for Year One; $76.11 for Year Two 
Laptop $329.99 + taxes $358.86 Continue to 
use 
equipment 
from Year 
One 
The laptop is used to 
present the PowerPoint 
slides and to 
communicate with 
program participants 
via email.  
Microsoft 
Office 
subscription 
$49.99 + taxes 
with purchase 
of laptop 
 
$69.99 + taxes 
as a stand-alone 
product 
$54.36 $76.11 The subscription is 
required to run 
Microsoft PowerPoint 
for the workshop 
sessions. 
LCD Projector $299.99 + taxes $326.24 Continue to 
use 
equipment 
from Year 
One 
The LCD Projector and 
screen are used to 
present the PowerPoint 
slides. 
 
Portable 
projector 
screen 
$167.99 + taxes $182.69 Continue to 
use 
equipment 
from Year 
One 
Supplies = $281.97 for Year One; $849.73 for Year Two 
Participant 
hand-outs (68 
pages) 
$0.27/page + 
taxes for 501–
2000 pages 
 
$0.21/page + 
taxes for 2001–
5000 pages 
$239.60 
Twelve 
participants 
$745.42 
Forty-eight 
participants 
The hand-outs account 
for the participant 
manuals and 
questionnaires for the 
program evaluation.  
 
The participant 
manuals provide 
pertinent information 
to participants.  
 
The questionnaires are 
used for outcome 
measurements. 
Pack of lined 
paper 
$5.99 + taxes $6.51 
One pack of 
lined paper 
$26.04 
Four packs of 
lined paper 
The paper and pen are 
used for notetaking. 
 
Box of 60 
pens 
$5.99 + taxes $6.51 
One box of 
Continue to 
use supplies 
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pens from Year 
One 
Easel pad $17.99 + taxes $19.56 
One easel pad 
$78.24 
Four easel 
pads 
The easel pad and 
markers are used 
during the group 
brainstorming during 
the workshop sessions. 
Box of eight 
flip chart 
markers 
$8.99 + taxes $9.78 
One box of 
markers 
Continue to 
use supplies 
from Year 
One 
Communication = $539.99 for Year One; $539.99 for Year Two 
Internet $44.99/month  $539.88 $539.88 Internet is required to 
communicate with 
participants. 
Travel = $85 for Year One; $340 for Year Two 
MTA 
MetroCard 
$1 for new 
MetroCard 
 
$2.75/ride 
 
5% bonus for 
$10.50 value 
added 
$85 
32 rides 
(Eight for 
workshop 
sessions, 24 
for coaching 
and feedback 
sessions) 
$340 
128 rides 
(Thirty-two 
for workshop 
sessions, 96 
for coaching 
and feedback 
sessions) 
The program author is 
using public transit to 
travel to/from the 
preschools to conduct 
the training program. 
Dissemination Activities = $0 for Year One; $3425.67 for Year Two 
Dissemination 
activities for 
primary 
audience of 
early 
childhood 
educators or 
preschool 
teachers 
$765 for 
registration to 
two conferences 
 
$413 for travel 
 
$600 for 
accommodation 
 
$23.72 for 
business cards 
N/A $1801.72 Several tools and 
activities in the 
categories of written 
information (e.g. article 
submission to 
publications) and 
person-to-person 
contact (e.g. 
presentations at 
national conferences) 
are described in 
Chapter Six to guide 
future dissemination 
efforts, and promote 
the expansion and 
implementation of the 
doctoral project in a 
larger scale.  
Dissemination 
activities for 
secondary 
audience of 
occupational 
therapists 
$18.27 for Fact 
Sheet hand outs 
 
$145.73 for 
light 
refreshments to 
participants at 
information 
session 
 
N/A $1623.95 
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$523 for 
registration to 
conference 
 
$500 for travel 
 
$300 for 
accommodation 
 
$85 for poster 
 
$32 for poster 
hand outs 
 
$19.95 for 
poster carrying 
tube 
 
 
 
Estimated Total for Year One = $3322.18 
Estimated Total for Year Two = $11,099.50 
 
Potential Funding Sources 
Table 2 lists and describes potential funding sources for “Help Me Play” with 
consideration of grants from state government, local community organizations, 
universities, professional organizations and crowdfunding.  
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Table 5.2 
Potential Funding Sources for “Help Me Play” 
 
Funding Source Amount Application Process 
State grants 
New York State Association for the 
Education of Young Children (NYS 
AEYC) 
 
Each year, NYSAEYC (2017) gives 
several mini grants to applicants 
who submit the most effective 
proposals to enhance children’s 
programs.  
 
 
 
 
Up to $500 All proposals are evaluated and 
scored by an awards committee, 
using the following criteria: 
rationale, objectives, activities, 
evaluation measures, budget, and 
replication. 
The 2017–2018 Mini Grant 
application deadline is July 14, 
2017. 
 
Website: http://nysaeyc.org/about-
mini-grants/ 
Local community grants 
The New York Community Trust 
 
The New York Community Trust 
(2017) supports programs that 
“improve the lives of all New 
Yorkers, with an emphasis on 
promoting healthy lives, promising 
futures, and thriving communities.” 
 
 
Ranges from 
$5,000 to 
$200,000; an 
average grant 
is around 
$80,000.  
 
There is an online grant application 
form with a Proposal Cover Sheet. 
Once this has been submitted, the 
full 10-page proposal needs to be 
mailed in to the organization. The 
proposal includes project 
description, goals and objectives, 
expected outcomes and budget.  
 
Rolling admissions of applications 
with reviews conducted three times 
a year. This year’s reviews will be 
conducted in February 10th, May 
5th and October 13th. 
 
Website:  
http://www.nycommunitytrust.org 
 
Specific entity grants 
Educational Alliance 
 
Educational Alliance (2017), a New 
York institution, is an organization 
that serves individuals of all ages—
Not specified The private preschool where pilot 
testing will be conducted is part of 
Educational Alliance. 
 
As a non-profit agency, 
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from infants to older adults. Its 
purpose is to “build bright futures” 
through its early childhood and 
afterschool programs, fitness 
centers, drug prevention and 
treatment centers, employment 
services and community programs 
for older adults. 
  
Educational Alliance accepts 
private donations and hosts 
multiple fundraising events 
throughout the year. It will be 
worthwhile to partner with 
Educational Alliance to seek 
possible funding for its preschool 
educators to participate in the 
training program.  
 
Website:  
https://edalliance.nationbuilder.co
m 
 
Foundations 
Caplan Foundation for Early 
Childhood  
 
Caplan Foundation for Early 
Childhood (2017) is “intended to be 
an incubator of promising research 
and development projects that may 
ultimately enhance the 
development, health, safety, 
education or quality of life of 
children from infancy through 
seven years of age across the 
country.”  
 
It provides funding in the areas of 
early childhood education and play.  
 
Not specified 
 
Previous 
recipients 
have been 
awarded 
$20,000 to 
$100,000.  
The Caplan Foundation for Early 
Childhood has a two-step funding 
application process that includes 
both a Letter of Inquiry (LOI) and 
a Full Proposal.  
 
The next deadline for submitting a 
LOI is May 31, 2017. 
 
Website:  
http://earlychildhoodfoundation.org
/ 
 
Robin Hood Foundation 
 
Robin Hood Foundation (2017) is 
committed to funding community-
based programs that provide 
comprehensive and intensive 
services and yield measurable 
results to New York City’s poorest 
neighborhoods. 
 
In addition to early learning centers, 
the foundation has also supported 
First time 
grant 
requests are 
generally in 
the area of 
$100,000 to 
$200,000. 
 
The funding application process 
consists of completing the New 
York Common Application Form, 
which is available online. 
 
Applications are accepted year-
round, and grant decisions will be 
made by Robin Hood’s Board of 
Directors on a quarterly basis.  
 
Website:  
https://www.robinhood.org 
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healthcare providers for children, 
innovative out-of-school programs 
for children, childcare, and 
programs incorporating parental 
involvement (Inside Philanthropy, 
2017). 
 
Altman Foundation 
 
Altman Foundation’s (2017) 
mission is “to support programs and 
institutions that enrich the quality of 
life in New York City, with a 
particular focus on initiatives that 
help individuals, families, and 
communities benefit from the 
services and opportunities that will 
enable them to achieve their full 
potential.” 
 
Early childhood education funding 
is a pronounced focus. 
 
Not specified 
 
The Altman 
Foundation 
has averaged 
about $11 
million in 
recent years 
in terms of 
grant giving 
(Inside 
Philanthropy, 
2017). 
 
The Altman Foundation has a two-
step funding application process 
that includes a Letter of Inquiry 
(LOI) and a Full Proposal. 
 
Rolling admissions of applications. 
 
Website:  
https://www.altmanfoundation.org/ 
University grants 
Boston University Sargent College 
 
The purpose of the “Dudley Allen 
Sargent Research Fund” (DASRF) 
is to provide funding to doctoral 
students in Sargent College “when 
the lack of such assistance might 
result in the dilution of the project 
or its delayed completion” (Boston 
University Sargent College, 2017). 
This grant requires program author 
to design a research project to 
evaluate the effectiveness of “Help 
Me Play,” which is in line with 
Year Two budget plan.  
 
 
 
 
 
Up to $5,000 The application consists of the 
following required information: 
Application Cover Page Form, 
Project Approval Form and Project 
Proposal. The DASRF Committee 
meets once a year to review 
applications.  
 
The application due date for 2017 
is April 3rd with reviews conducted 
in April 18th.  
 
Website: 
https://www.bu.edu/sargent/researc
h/research-administration/dudley-
allen-sargent-research-fund/ 
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Organizations 
American Occupational Therapy 
Foundation (AOTF) 
 
The AOTF (2017) provides 
Intervention Research Grants as 
part of its mission to advance the 
science of occupational therapy to 
support people’s full participation 
in meaningful life activities. The 
purpose of the grant is to “lay the 
necessary groundwork for larger 
intervention studies and support the 
profession’s Centennial Vision of 
occupational therapy as science-
driven and evidence-based.” This 
grant requires program author to 
design a research project to evaluate 
the effectiveness of “Help Me 
Play,” which is in line with Year 
Two budget plan.  
 
Up to 
$50,000 
The application instructions and 
forms are available online. The 
application process consists of 
completing the following: research 
plan, cover letter, project summary, 
specific aims and plan for future 
studies and funding.  
 
The 2016–2017 deadline has 
passed. Based on the timeline 
provided for 2016–2017, 
guidelines are posted in July, letter 
of intent is due in August, and 
application is open in September 
and due in November. 
 
Website: 
http://www.aotf.org 
 
Others 
Crowdfunding 
 
Crowdfunding is the process of 
funding a project or venture by 
raising monetary contributions from 
a large number of individuals.  
Individuals, 
groups or 
organizations 
can set 
fundraising 
goals 
depending on 
needs. 
Individuals, groups or 
organizations can create online 
fundraising campaigns for their 
projects or ventures through 
various websites.  
 
Websites: 
https://www.kickstarter.com/ 
https://www.gofundme.com 
 
 
 
Conclusion 
 In summary, Year One budget focuses on pilot testing the program in one private 
preschool in New York City while Year Two budget focuses on program expansion to 
four preschools and dissemination of key messages. The program author has personal and 
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professional connections to draw upon in preparing, evaluating and expanding the 
program to help manage the costs in program delivery and implementation. The 
estimated budget total for Years One and Two are $3322.18 and $11,099.50 respectively, 
accounting for costs associated with personnel, consultants, equipment, supplies, 
communication, travel and dissemination efforts. Please see Figure 1 for an overview of 
the categories included in the Year One and Two budgets, with amounts and percentages. 
Several funding sources have been highlighted in this chapter including grants from state 
government, as well as local community foundations and organizations. It is important to 
prepare a funding plan that describes available resources, costs associated with program 
delivery, and relevant funding sources for successful future implementation of “Help Me 
Play”: A Teaching Training Program to Facilitate Social Play in Preschoolers. 
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Figure 5.1 Overview of Years One and Two Budget 
 
 
 
 
  
Personnel, 
$1,392 , 42%
Consultants, 
$100 , 3%
Equipment, 
$923.22 , 
28%
Supplies, 
$281.97 , 8%
Communication, 
$539.99 , 16%
Travel, $85 , 3%
YEAR ONE BUDGET
Personnel, 
$5,568 , 50%
Consultants, $300 , 
3%
Equipment, 
$76.11 , 1%
Supplies, 
$849.73 , 
7%
Communication, 
$539.88 , 5%
Travel, $340 , 3%
Dissemination 
activities, $3,425.67 
, 31%
YEAR TWO BUDGET
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Chapter Six: Dissemination Plan 
Description of Proposed Program 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
Preschoolers aims to address the problem of a lack of evidence-based, occupation- and 
client-centered training programs for early childhood educators or teachers to facilitate 
social play of preschool-aged children in an inclusive classroom setting. This proposed 
training program aims to enable teachers to build a solid understanding of the value of 
social play for early childhood development, to engage in intentional and reflective 
practice in social play facilitation, to set up developmentally appropriate play 
environment with consideration of materials, to develop a “professional toolbox” of 
strategies grounded in scaffolding to facilitate social play, and to use scaffolding more 
effectively to facilitate social play. The training program consists of four weekly 
workshop sessions, lasting two hours per session, and an individualized coaching and 
feedback training session, lasting 30 minutes. The weekly workshop sessions are held in 
small groups of eight to 12 individuals. The program covers the following topics: 
definition and benefits of social play, assessment of social play needs, environmental 
supports and barriers, and strategies to facilitate social play in preschoolers. The 
individualized coaching and feedback session is held within two weeks upon completion 
of the workshops at a time and place convenient for the participants. During this session, 
the facilitator may use prompting, modeling, feedback and encouragement to support the 
teacher in using scaffolding strategies to facilitate social play more effectively.  
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Dissemination Plan Rationale  
 In what follows, a dissemination plan is outlined to describe goals for 
disseminating key messages from the doctoral project, target audiences for these key 
messages, influential spokespersons who can spread the key messages, dissemination 
activities, tools and techniques, a preliminary budget for the dissemination activities, and 
a preliminary evaluation plan for the dissemination activities. The purpose of developing 
a dissemination plan is three folds. First, the dissemination plan helps ensure that key 
messages from the doctoral project are communicated to specific audiences that may 
benefit from the results. Second, the dissemination plan facilitates the use and 
organization of a variety of activities, tools and techniques that are appropriate for the 
delivery of the key messages. Third, the dissemination plan promotes the expansion and 
implementation of the doctoral project in a larger scale. For the purpose of developing 
this dissemination plan, it is assumed that pilot testing of “Help Me Play”: A Teacher 
Training Program to Facilitate Social Play in Preschoolers has been completed with 
generally positive results.   
Dissemination Plan Goals 
 There are two long-term goals and three short-term goals associated with 
disseminating the key messages from this doctoral project.  
Long-Term Goals. The two long-term goals are: 1) Early childhood educators or 
preschool teachers will receive increased support from their supervisors and 
organizations in collaborating with occupational therapists to facilitate learning and 
development of preschool-aged children; and 2) occupational therapists working in the 
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preschool setting will undertake increased opportunities to provide indirect intervention 
by providing consultative services to advise, educate, coordinate and collaborate with 
others involved in the child’s life.    
 Short-Term Goals. The three short-term goals are:  1) Following participation in 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in Preschoolers, 
early childhood educators or preschool teachers will report significant improvements in 
knowledge and skills in facilitating social play;  2) Early childhood educators or 
preschool teachers will learn pertinent information regarding roles, strategies, and hands-
on skills to facilitate social play of preschool-aged children in their classrooms more 
effectively; and  3) Early childhood educators or preschool teachers will demonstrate 
understanding of the value of occupational therapists as collaborative consultants in the 
preschool system.  
Target Audiences 
 There are two intended audiences for the key messages from this doctoral project.  
 Primary Audience. The most important target of the key messages is early 
childhood educators or preschool teachers. They are the target participants of the training 
program. Early childhood educators have an important role in expanding and supporting 
children’s social play and appropriate interactions with peers (Stanton-Chapman, 2015). 
Despite the belief of early childhood educators or teachers of the importance of social 
play, research suggests a lack of pre-service or in-service training focusing on how they 
can support social play effectively in the classroom (Vu et al., 2015). The literature 
supports the need for more education and training to enable early childhood educators to 
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provide developmentally appropriate supports to facilitate social play in their preschool 
students. Davis and Degotardi (2015), in a qualitative study to investigate reported beliefs 
and practices relating to peer relationships held by early childhood educators, found that 
educators believe in the importance of play for development of social interactions and 
providing support to the children to enable successful play expansion. However, the 
educators’ responses lacked any strong references to intentional teaching to facilitate 
social play. Rengel (2014), conducted interviews to gain insight into preschool teachers’ 
attitudes toward children’s play. Based on their interviews, teachers thought that children 
today play less often, less imaginatively and less diversely than when they were children. 
However, when asked how much time they dedicate to play in their schedule, most 
teachers noted that it depends on planned educational activities and seemed to prioritize 
teacher-planned activities than play. These two studies suggest that there may be a 
discrepancy between beliefs and actual practices in preschool teachers when it comes to 
facilitating social interactions among their preschoolers. A review of 18 accredited early 
childhood teacher licensure programs in the United States found that there were no 
courses focusing on play and only one course that mentioned play in its course 
description (Vu et al., 2012). This suggests that early childhood teachers may not have 
been imparted with sufficient knowledge and skills for facilitating social play in their 
educational program; thus, it can be challenging for them to transform their beliefs into 
practices. 
Secondary Audience. Occupational therapists are the secondary target audience 
for the key messages. As “Help Me Play” grows, the author may train other occupational 
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therapists to act as facilitators. To this end, it is important that occupational therapy 
practitioners become more aware of their role as collaborative consultants. Along with 
the provision of strategies and techniques that assist the child directly, education and 
training of other team members is also an important service that occupational therapy 
practitioners provide (AOTA, 2011). There are several studies that have explored this 
occupational therapy collaborative consultative model of service delivery targeted at 
teachers with teachers viewing the experience as rewarding and helpful in increasing their 
awareness of students’ performance issues and enabling them to implement changes to 
address these issues (Hui et al., 2016; Kennedy-Behr et al., 2013; Bose & Hinojosa, 
2008; Reid et al., 2006). Research also suggests that as collaboration practices increased 
between teachers and occupational therapists, teachers’ perceptions of occupational 
therapy contribution to student skill development increased (Barnes & Turner, 2001). 
These findings support more collaboration between teachers and occupational therapists 
from the perspective of both parties.  
Key Messages 
The key messages highlight the intended results of the training program, explain 
their relevance to the specific target audiences, and suggest actions that should be taken 
as a result.  
 Primary Audience: Early Childhood Educators or Preschool Teachers. There 
are three key messages for the primary audience: 1) early childhood educators or 
preschool teachers can increase their knowledge and skills in social play facilitation by 
participating in “Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
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Preschoolers; 2) “Help Me Play”: A Teacher Training Program to Facilitate Social Play 
in Preschoolers presents an opportunity for early childhood educators or preschool 
teachers to pursue continuing education on social play facilitation; and 3) early childhood 
educators or preschool teachers shall seek out support from their preschool directors 
and/or organizations to participate in “Help Me Play”: A Teacher Training Program to 
Facilitate Social Play in Preschoolers. 
 Secondary Audience: Occupational Therapists. There are three key messages 
for the secondary audience:  1) “Help Me Play”: A Teacher Training Program to 
Facilitate Social Play in Preschoolers enables occupational therapists to collaborate with 
early childhood educators or preschool teachers to facilitate social play of preschool-aged 
children; 2) in light of occupational therapy’s view of play as a need-fulfilling and 
important occupation in the life of children, occupational therapists are well positioned to 
facilitate a training program that will support early childhood educators in facilitating 
social play in their students; and  3) occupational therapists working in the preschool 
system shall seek out training to deliver and implement “Help Me Play”: A Teacher 
Training Program to Facilitate Social Play in Preschoolers in their facilities.  
Sources or Messengers 
 The two spokespersons who can spread the key messages effectively are similar 
for the primary and secondary audiences as collaboration between early childhood 
educators and occupational therapists is a hallmark of “Help Me Play.” The first 
spokesperson is an early childhood educator or preschool teacher who is one of the pilot 
test participants. This individual may share his or her experiences and insights in 
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participating in the training program. From the perspective of the primary audience, as 
the target participants of “Help Me Play” are early childhood educators or preschool 
teachers, it is vital to have an individual, who can relate to the target participants, act as a 
spokesperson. From the perspective of the secondary audience, it is vital for potential 
occupational therapist facilitators to hear first-hand teacher report of the benefits of the 
collaborative consultative model between occupational therapy practitioners and 
educators. The second spokesperson is Elvina Oey, (OTR/L, MSc OT), the author of 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in Preschoolers. 
She has over three years of experience working with preschool-aged children in various 
preschools; and is also a student in the post-professional occupational therapy doctorate 
(OTD) program at Boston University. From the perspective of the primary audience, it is 
important to be in contact with the training program author who is passionate about the 
program and who can explain and deliver the program as intended. From the perspective 
of the secondary audience, other occupational therapists may be able to relate to the 
program author as they are in the same profession that endorses the view of play as a 
need-fulfilling and important occupation in the life of children. In sum, the relatability 
aspect of these spokespersons to the primary and secondary audiences ensure that key 
messages are delivered effectively and credibly.  
Dissemination Activities, Tools and Techniques 
Primary Audience. Several activities may be undertaken to deliver the key 
messages to early childhood educators or preschool teachers. In terms of written 
information, the program author of “Help Me Play” may submit an article to publications 
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managed by the NAEYC (2017a), a professional membership organization that promotes 
high quality early learning for children birth to age 8 by connecting early childhood 
practice, policy and research. The association has nearly 60,000 individual members of 
the early childhood community and more than 300 regional affiliate chapters (NAEYC, 
2017a). The first potential publication is Voices of Practitioners: Teacher Research in 
Early Childhood Education, the online journal of NAEYC. Voices of Practitioners has 
three different sections: Teacher Research Articles, Supporting Teacher Research, 
Actions and Reflections. The program author may submit an article under the section of 
“Actions and Reflections” which highlights the wide range of early childhood teacher 
research initiatives and inquiry communities through brief summaries (500–750 
words). The summary includes an overview of the research initiative and includes contact 
information for educators interested in learning more about the specific project methods 
and goals. The program author has prepared a non-technical Executive Summary in 
preparation for drafting the article for Voices of Practitioners. Please see Appendix H for 
the Executive Summary. Actions and Reflections articles are published as they are 
received and accepted by the journal editors. Alternatively, the program author may 
submit an article to NAEYC’s magazine for preschool professionals titled Teaching 
Young Children. The publication, published five times a year, is currently looking for 
articles and stories with descriptions of research-based best practices and innovative ideas 
(500–1200 words). NAEYC has posted submission guidelines to these publications on its 
website. Given the scope of NAEYC, disseminating written information through its 
publications allows key messages of “Help Me Play” to be delivered to numerous early 
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childhood educators or preschool teachers.  
In terms of person-to-person contact, “Help Me Play” is delivered in person to the 
early childhood educators or preschool teachers through the workshop sessions and 
individualized coaching and feedback sessions. Information about program content can 
be found in Chapter Three. The program author may attend the NAEYC Annual 
Conference and/or NAEYC Professional Learning Institute to promote the program. The 
deadline to submit a proposed presentation for the NAEYC Annual Conference has 
passed for 2017; thus, the program author may submit for 2018 under the session tracks 
“Play” or “Professional Development.” NAEYC (2017b) Annual Conference is the 
world’s largest gathering of thought leaders, classroom teachers, administrators, faculty, 
trainers, researchers, and other important practitioners and contributors in early childhood 
education; thus, presence at the conference allows the program author to promote “Help 
Me Play” on a large scale. The NAEYC Professional Learning Institute, formerly known 
as the National Institute for Early Childhood Professional Development, is designed for 
all early childhood professionals including individuals who prepare, mentor and support 
early childhood professionals as well as program administrators, teacher educators, 
trainers, teachers, preschool teachers and researchers. The goal of the conference is to 
assist its attendees to expand and deepen their early childhood knowledge base, develop 
skills for practice and sharpen ability to use active learning approaches (NAEYC’s, 
2017c). The goal of the conference is consistent with the aim of “Help Me Play.” The 
deadline to submit a proposed presentation for the NAEYC Professional Learning 
Institute has passed for 2017; thus, the program author may submit for 2018. Information 
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about the process for submitting presentations for both conferences for 2018 have not 
been uploaded on the NAEYC website. Based on preliminary available information, the 
2018 NAEYC Annual Conference will be held in Washington on November 14th to 17th 
and the 2018 NAEYC Professional Learning Institute will take place in Austin on June 
10th to 13th. The deadline to submit proposed presentations is likely to be at the end of 
2017 or beginning of 2018.  
The program author is responsible for submitting articles and presentations to the 
NAEYC publications and conferences respectively. The program author may prioritize 
article submission to the NAEYC publications as the deadline to submit proposed 
presentations for the conferences is not set while article submissions are reviewed as 
received. The program author may also prioritize continued efforts to disseminate “Help 
Me Play” by holding additional training sessions for early childhood educators or 
preschool teachers following the pilot project. Please see Figure 1 for a summary of the 
dissemination activities for the primary audience of early childhood educators or 
preschool teachers.  
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Figure 6.1 Summary of Dissemination Activities for Primary Audience 
Secondary Audience. Several activities may be undertaken to deliver the key 
messages of this doctoral project to occupational therapists. In terms of written 
information, the program author has prepared a two-page Fact Sheet that conveys the 
main points of “Help Me Play” for occupational therapy practitioners attending her 
Capstone Presentation at Boston University in August 2017. The Fact Sheet includes a 
section on the relevance of the training program for occupational therapy services and the 
ways occupational therapists can become involved in administering the training program. 
Please see Appendix I for the Fact Sheet. This dissemination activity and tool enables the 
program author to recruit other occupational therapists to facilitate and grow the program. 
The program author may also submit an article OT Practice, which is the clinical and 
professional magazine of the AOTA (2017a). Current AOTA membership is 
approximately 60,000, including occupational therapy practitioners, and occupational 
therapy students (AOTA, 2017b). OT Practice, which has 22 issues per year, provides 
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professional news and practical information to help occupational therapy practitioners 
succeed professionally, and encourages discussion among AOTA members on 
professional concerns and views (AOTA, 2017a). There is a maximum length of 2,000 
words (about 10 double-spaced, typed pages) for submissions for OT Practice. Given the 
scope of AOTA, disseminating written information through its magazine allows key 
messages of “Help Me Play” to be delivered to numerous occupational therapists.  
In terms of person-to-person contact, the program author aims to collaborate with 
her place of employment and the Senior Director of Clinical Services to facilitate 
increased recruitment of occupational therapist facilitators for “Help Me Play.” As 
mentioned in the Funding Plan, the program author works for an employment agency that 
is one of the vendors of related services (e.g. occupational therapy, physical therapy, 
speech therapy) for the New York City DOE CPSEs. This means that the agency has 
numerous occupational therapists who work in the preschool setting and who can 
potentially implement “Help Me Play.” The program author may either present a brief 
information session or send an email overview of “Help Me Play” to the occupational 
therapists who work at her place of employment. In either case, the program author may 
invite these fellow occupational therapists to be trained and to administer the training 
program to early childhood educators or preschool teachers in their settings. In order to 
reach occupational therapists outside of the program author’s city of residence, she may 
submit a proposal to present at the 2018 AOTA Annual Conference in Salt Lake City on 
April 19–22, 2018. Online submission for proposals open May 1st to June 8th of 2017. 
Attendance at the AOTA annual conference allows the program author to deliver key 
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messages of “Help Me Play” to the world’s largest gathering of occupational therapy 
practitioners and students. The program author may submit a poster presentation proposal 
to present an overview of “Help Me Play” and to recruit other occupational therapists to 
facilitate and grow the program.  
The program author is responsible for preparing the Fact Sheet, submitting an 
article for OT Practice, recruiting occupational therapist facilitators through her place of 
employment and submitting a poster presentation for the 2018 AOTA Annual 
Conference. The program author may prioritize the preparation of the Fact Sheet and the 
poster presentation submission for the AOTA Annual Conference in light that the 
Capstone Presentation is held in August and the deadline for proposals for the conference 
is in June. Article submission for OT Practice and recruitment efforts for occupational 
therapist facilitators may be initiated once the prioritized tasks have been completed. 
Please see Figure 2 for a summary of the dissemination activities for the secondary 
audience of occupational therapists.  
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Figure 6.2 Summary of Dissemination Activities for Secondary Audience 
Preliminary Budget for Dissemination Activities  
 Primary Audience. Please see Table 1 for a visual breakdown of the preliminary 
budget. There are expenses associated with implementing some of the dissemination 
activities, tools and techniques for the primary audience. Article submission to NAEYC 
publications is free. The cost of delivering “Help Me Play” is already outlined in the 
Funding Plan. To this end, the bulk of the expenses for dissemination activities for early 
childhood educators or preschool teachers revolves around participation in and materials 
for the NAEYC conferences. The cost to attend the NAEYC Annual Conference is $450 
(NAEYC, 2017b). Travel expenses to Washington, where the 2018 NAEYC Conference 
will be held, from the program author’s city of residence of New York City are as 
follows. Train tickets using Amtrak (2017) are $49 one way, $98 roundtrip. A search on 
booking.com (2017) shows that accommodation in the Washington area for three nights 
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range in price from $111 to over $1,000. The exact location of the 2018 NAEYC Annual 
Conference has not been released; thus, it is difficult to select a convenient 
accommodation option at this point. A modest $300 is budgeted for accommodation. The 
program author may submit a presentation to the 2018 NAEYC Annual Conference; thus, 
no printing costs for a poster are budgeted. The cost to attend the NAEYC Professional 
Learning Institute as a presenter is $315 (NAEYC, 2017c). Travel expenses to Austin, 
where the 2018 NAEYC Professional Learning Institute will be held, from the program 
author’s city of residence of New York City are as follows. A search on Google Flights 
(2017) reveals that a round-trip plane ticket from New York City to Austin ranges from 
$282 to $573; thus, a modest $315 will be budgeted. A search on booking.com (2017) 
shows that accommodation in the Austin area for three nights range in price from $122 to 
over $1,000. The exact location of the 2018 NAEYC Professional Learning Institute has 
not been released; thus, it is difficult to select a convenient accommodation option at this 
point. A modest $300 is budgeted for accommodation. Similarly as the NAEYC Annual 
Conference, the program author may submit a presentation instead of a poster; thus, 
printing costs for a poster are not included in the budget. However, costs to print business 
cards are budgeted as distribution of business cards may enable program author to 
connect with early childhood professionals who attend her presentations at both 
conferences. A pack of 250 signature business cards from Vista Print (2017) is $18.73 
with economy shipping for orders under $20 estimated at $4.99. The estimated total 
expenses for dissemination activities for the primary audience of early childhood 
educators or preschool teachers are $1,801.72.  
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Table 6.1 
 
Preliminary Budget for Dissemination Activities Targeted at Primary Audience 
 
Primary Audience: Early Childhood Educators or Preschool Teachers 
Item Cost/Fee Rationale 
Article submission to 
NAEYC’s Voices of 
Practitioners: Teacher 
Research in Early 
Childhood Education 
$0 Article submission allows 
program author to provide 
overview of the research 
initiative and includes contact 
information for educators 
interested in learning more 
about the training program. 
 
Article submission to 
NAEYC’s Teaching 
Young Children 
$0 Article submission allows 
program author to describe the 
training program and reach a 
network of preschool 
professionals. 
Delivery of “Help Me 
Play” 
Cost is already accounted in 
Funding Plan 
 
“Help Me Play” is delivered in 
person. 
NAEYC Annual 
Conference  
$450 for registration 
 
$98 for travel 
 
$300 for accommodation 
 
$23.72 for business cards 
Conference participation allows 
program author to promote 
“Help Me Play” on a large scale 
as the NAEYC Annual 
Conference represents the 
largest gathering of preschool 
professionals. 
 
NAEYC Professional 
Learning Institute 
$315 for registration 
 
$315 for travel 
 
$300 for accommodation 
 
Cost associated with 
business cards is already 
accounted under NAEYC 
Annual Conference fees. 
 
Conference participation allows 
program author to focus her 
promotion efforts by targeting 
preschool professionals who are 
interested in continuing 
education opportunities. 
Estimated total = $1801.72 
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Secondary Audience. Please see Table 2 for a visual breakdown of the 
preliminary budget. Expenses associated with implementing the dissemination activities, 
tools and techniques for the secondary audience revolve around printing of Fact Sheet, 
light refreshments during the information session, and participation in and materials for 
the AOTA conference. Article submission to OT Practice is free. Information session at 
the program author’s place of employment is to be sponsored by the company; thus, there 
are no rental facility charges. There are also no expenses associated with distributing 
written email overviews of “Help Me Play” to occupational therapist colleagues at the 
program author’s place of employment. The Fact Sheet that can be distributed to 
attendees at the program author’s OTD presentation at Boston University consists of two 
pages. According to Staples (2017), it costs $0.42 to print or copy a standard color 
document. It is estimated that there may be 10 faculty members and 10 students present. 
To this end, 20 copies of the Fact Sheet may be required and the cost of printing them is 
$16.80 before taxes. Taxes are 8.875% in New York State. The total printing cost for the 
Fact Sheet is $18.27. Light refreshments may be provided to occupational therapist 
colleagues attending the information session on “Help Me Play” at the program author’s 
place of employment. Fairway (2017) offers a catering menu in the New York City area 
with possible refreshments as follows: bakery platter of muffins, croissants and Danishes 
priced at $25 for five to six people, parfait platter of fruits, granola and vanilla yogurt 
priced at $50 for 10 to 12 people and coffee box priced at $17. It is estimated that there 
may be about 15 occupational therapist colleagues as workshops at the program author’s 
place of employment attracts a range of 10 to 20 attendees. It is estimated that three 
  
133 
orders of the bakery platter, one order of the parfait platter and two orders of the coffee 
box may be required; thus, the subtotal for light refreshments is $134 before taxes. The 
total refreshments cost is $145.73.  
As the program author is a member of the AOTA, the cost to attend the Annual 
Conference is $523 (AOTA, 2017c). Travel expenses to Salt Lake City, where the 2018 
AOTA Annual Conference will be held, from the program author’s city of residence of 
New York City are as follows. A search on Google Flights (2017) reveals that a round-
trip plane ticket from New York City to Salt Lake City ranges from $443 to $701; thus, a 
modest $500 is budgeted. A search on booking.com (2017) shows that accommodation in 
the Salt Lake City area for three nights range in price from $201 to over $1,000. The 
exact location of the 2018 AOTA Annual Conference has not been released; thus, it is 
difficult to select a convenient accommodation option at this point. A modest $300 is 
budgeted for accommodation. The program author aims to submit a poster presentation; 
thus, printing costs for the poster and handouts are included in the budget. The standard 
poster board is 4 feet tall by 8 feet wide. The cost to print a 36” x 60” research poster is 
$85, while the cost to print fifty copies of handouts or mini versions of the posters on an 
8.5” x 11” paper is $32 through PosterPresentations.com (2017) which offers free 
shipping. A poster carrying tube at a price of $19.95 through PosterPresentations.com 
(2017) is also included in the budget to maintain integrity of the poster. The estimated 
total expenses for dissemination activities for the secondary audience of occupational 
therapists are $1,623.95. 
  
  
134 
Table 6.2 
 
Preliminary Budget for Dissemination Activities Targeted at Secondary Audience 
 
Secondary Audience: Occupational Therapists 
Item Cost/Fee Rationale 
Fact Sheet: 
two pages for 
20 
individuals 
$18.27 ($0.42/page + taxes) Distribution of Fact Sheet allows 
program author to highlight the 
relevance of “Help Me Play” for 
occupational therapy services and the 
ways occupational therapists 
associated with Boston University can 
become involved in administering the 
training program of “Help Me Play.”  
 
Article 
submission to 
OT Practice 
$0 Article submission allows program 
author to describe the training program 
and reach a network of occupational 
therapy practitioners. 
 
Facility rental 
for 
information 
session 
$0 Program author plans to conduct the 
information session at her place of 
employment that will supply the 
meeting room. 
 
Light 
refreshments 
for 
information 
session  
 
$145.73 (two bakery platters 
at $25/platter, one parfait 
platter of fruit at $50/platter, 
two coffee boxes at $17/box 
from Fairway + taxes) 
 
Light refreshments provide incentive 
for occupational therapist colleagues to 
attend the information session during 
after work hours. 
AOTA 
Annual 
Conference 
$523 for registration 
 
$500 for travel 
 
$300 for accommodation 
 
$85 for poster 
 
$32 for poster hand outs 
 
$19.95 for poster carrying 
tube 
 
Conference participation allows 
program author to increase her 
recruiting efforts by targeting 
occupational therapists nationwide. 
Estimated Total = $1623.95 
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Preliminary Evaluation Plan for Dissemination Activities 
Primary Audience. To recap, dissemination activities, tools and techniques for 
the primary audience include written information in NAEYC publications, delivery of the 
training program, and participation in NAEYC conferences. The effectiveness of these 
dissemination activities may be assessed as follows: The number of emails received from 
possible participants upon reading the articles in NAEYC publications; The number of 
participants who have completed “Help Me Play”; The number of individuals who attend 
the presentations for “Help Me Play” in NAEYC conferences. The overall success of 
dissemination efforts targeted at the primary audience of early childhood educators or 
preschool teachers may be evaluated according to the following criteria: 1) Recognition 
of “Help Me Play” as a continuing education opportunity for early childhood educators or 
preschool teachers; 2) Increased knowledge and skills of early childhood educators or 
preschool teachers in social play facilitation after participating in “Help Me Play.”  
Secondary Audience. To recap, dissemination activities, tools and techniques for 
the secondary audience include written Fact Sheet geared towards occupational therapy 
practitioners attending the program author’s capstone presentation at Boston University, 
written article in OT Practice, information session or email overview to occupational 
therapist colleagues in the program author’s place of employment, and participation in 
the AOTA Annual Conference. The effectiveness of these dissemination activities may 
be assessed as follows: The number of Fact Sheets distributed; The number of emails 
received from occupational therapists interested in being trained in and implementing 
“Help Me Play” upon reading the article in OT Practice; The number of occupational 
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therapist colleagues who attend the information session and/or the number of emails 
received from occupational therapist colleagues interested in being trained in and 
implementing “Help Me Play”; The number of individuals who attend the poster 
presentations for “Help Me Play” in the AOTA Annual Conference. The overall success 
of dissemination efforts targeted at the secondary audience of occupational therapists 
may be evaluated according to the following criteria: 1) Recognition of “Help Me Play” 
as an opportunity for occupational therapists working in the preschool setting to take a 
collaborative consultative role; 2) Increased number of occupational therapist facilitators 
for “Help Me Play.” 
Conclusion 
 The primary and secondary audiences for the key messages of this doctoral 
project are early childhood educators or preschool teachers and occupational therapists 
respectively. The program author and one of the pilot testing participants may serve as 
spokesperson to highlight the intended results of the training program, explain their 
relevance to the specific target audiences, and suggest actions that should be taken as a 
result. Several tools and activities in the categories of written information (e.g. article 
submission to publications) and person-to-person contact (e.g. presentations at national 
conferences) are described in this chapter to guide future dissemination efforts. 
Preliminary budget and evaluation plans for these dissemination tools and activities are 
outlined to anticipate costs and evaluate success of the dissemination efforts. In the end, it 
is important to develop a dissemination plan to ensure that key messages from this 
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doctoral project are communicated to the specific audiences that may benefit from the 
results.   
  
  
138 
References  
American Occupational Therapy Association (AOTA). (2011). Occupational therapy 
services in early childhood and school-based settings. American Journal of 
Occupational Therapy, 65(Suppl.), S46–S54. doi: 10.5014/ajot.2011.65S46  
American Occupational Therapy Association (AOTA). (2017a). OT Practice magazine. 
Retrieved 9 April 2017 from http://www.aota.org/Publications-News/OTP.aspx 
American Occupational Therapy Association (AOTA). (2017b). About AOTA. Retrieved 
9 April 2017 from http://www.aota.org/AboutAOTA.aspx 
American Occupational Therapy Association (AOTA). (2017c). Conferences & events: 
Call for papers. Retrieved 9 April 2017 from http://www.aota.org/Conference-
Events/call-for-papers.aspx 
Amtrak. (2017). Home. Retrieved 9 April 2017 from https://www.amtrak.com/home 
Barnes, K. J., & Turner, K. D. (2001). Team collaborative practices between teachers and 
occupational therapists. American Journal of Occupational Therapy, 55(1), 83–
89. doi:10.5014/ajot.55.1.83 
Booking.com. (2017). Home. Retrieved 9 April 2017 from https://www.booking.com/ 
Bose, P., & Hinojosa, J. (2008). Reported experiences from occupational therapists 
interacting with teachers in inclusive early childhood classrooms. American 
Journal of Occupational Therapy, 62(3), 289–297. doi:10.5014/ajot.62.3.289 
Davis, B., & Degotardi, S. (2015). Educators’ understandings of, and support for, infant 
peer relationships in early childhood settings. Journal of Early Childhood 
Research, 13(1), 64–78. doi: 10.1177/1476718X14538600 
  
139 
Fairway. (2017). Catering menus: All occasion. Retrieved 9 April 2017 from 
https://www.fairwaymarket.com/catering/ 
Google Flights. (2017). Home. Retrieved 9 April 2017 from 
https://www.google.com/flights/ 
Hui, C., Snider, L., & Couture, M. (2016). Self-regulation workshop and Occupational 
Performance Coaching with teachers: A pilot study. Canadian Journal of 
Occupational Therapy, 83(2), 115–125. doi: 10.1177/0008417415627665 
Kennedy-Behr, A., Rodger, S., Graham, F., & Mickan, S. (2013). Creating enabling 
environments at preschool for children with developmental coordination disorder. 
Journal of Occupational Therapy, Schools, & Early Intervention, 6(4), 301–313. 
doi:10.1080/19411243.2013.860760  
National Association for the Education of Young Children (NAEYC). (2017a). About 
NAEYC. Retrieved 8 April 2017 from https://www.naeyc.org/content/about-naeyc 
National Association for the Education of Young Children (NAEYC). (2017b). 2017 
NAEYC Annual Conference. Retrieved 8 April 2017 from 
http://www.naeyc.org/conference/ 
National Association for the Education of Young Children (NAEYC). (2017c). NAEYC’s 
2017 Professional Learning Institute. Retrieved 8 April 2017 from 
https://www.naeyc.org/institute/ 
PosterPresentations.com (2017). Research poster printing services-Price guide. Retrieved 
9 April 2017 from https://www.posterpresentations.com/html/price_guide.html 
Reid, D., Chiu, T., Sinclair, G., Wehrmann, S., & Naseer, Z. (2006). Outcomes of an 
  
140 
occupational therapy school-based consultation service for students with fine 
motor difficulties. The Canadian Journal of Occupational Therapy, 73(4), 215–
235. Retrieved from http://www.caot.ca/default.asp?pageid=6 
Rengel, K. (2014). Preschool teachers’ attitudes towards play. Croatian Journal of 
Education, 16(1), 113–125. Retrieved from http://hrcak.srce.hr/cje?lang=en 
Stanton-Chapman, T. L. (2015). Promoting positive peer interactions in the preschool 
classroom: The role and the responsibility of the teacher in supporting children’s 
sociodramatic play. Early Childhood Education Journal, 43(2), 99–107. 
Retrieved from 
http://search.proquest.com.ezproxy.bu.edu/docview/1697503015?accountid=9676 
Staples. (2017, March 25). Copies and documents. Retrieved 10 April 2017 from 
http://www.staples.com/sbd/content/copyandprint/copiesanddocuments.html 
Vistaprint. (2017). Signature business cards. Retrieved 9 April 2017 from 
http://www.vistaprint.com/signature-business- 
cards.aspx?xnav=BusinessCardCategoryPage_ProductTile_cta2_pc25 
Vu, J. A., Han, M., & Buell, M. J. (2012). Preserving play in early childhood classrooms: 
Suggestions for early childhood teacher education and policy. In L. E. Cohen & S. 
Waite-Stupiansky (Eds.), Play: A polyphony of research, theories, and issues. 
Play & culture studies (207–221). New York, NY: University Press of America. 
Vu, J. A., Han, M., & Buell, M. J. (2015). The effects of in-service training on teachers’ 
beliefs and practices in children’s play. European Early Childhood Education 
Research Journal, 23(4), 444–460. doi: 10.1080/1350293X.2015.1087144.  
  
141 
Chapter Seven: Conclusion 
Overview of Doctoral Project 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
Preschoolers addresses the problem of a lack of evidence-based, occupation- and client-
centered training programs for teachers to facilitate social play of preschool-aged 
students. Analysis of this problem shows that teachers receive limited training on social 
play in their educational programs (Lillvist et al., 2014; Kemple, 1996) and may not be 
supporting social play effectively as a result (Davis & Degotardi, 2015; Rengel, 2014; 
Dellamattera, 2011). There are various barriers that contribute to this problem such as 
organizational barriers (e.g. limited time) to collaborative consultation between teachers 
and occupational therapists (Bose & Hinojosa, 2008) and limited focus on play in 
accredited early childhood teacher education program (Vu et al., 2012). As a result, early 
childhood educators or teachers may have difficulties facilitating developmentally 
appropriate social play in their preschool-aged students, may perceive overwhelming 
environmental barriers, and may feel that their educational experiences have not 
adequately prepared them to facilitate social play in their preschool-aged students. The 
outcomes of the proposed intervention are as follows: increased teacher knowledge and 
skills of roles and strategies in facilitating developmentally appropriate social play, 
greater collaboration between teachers and occupational therapists in the preschool 
setting to facilitate social play, and increased opportunities for teachers to pursue 
continuing education on social play facilitation. 
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Summary of “Help Me Play” 
“Help Me Play” is guided by adult learning principles (Gravani, 2012) and 
Vygotsky’s (1978) concepts of zone of proximal development and scaffolding. It uses 
Kolb’s (1984) Model of Experiential Learning and a typology of reflection suggested by 
Jay and Johnson (2002). The objectives of the program are to enable early childhood 
educators or teachers to 1) develop a solid understanding of the value and significance of 
social play for early childhood development; 2) engage in intentional and reflective 
practice in social play facilitation; 3) set up developmentally appropriate play 
environment with careful consideration of materials; 4) develop a “professional toolbox” 
of strategies grounded in scaffolding to facilitate social play in their preschoolers more 
effectively; and 5) use scaffolding more effectively to facilitate social play. “Help Me 
Play” consists of four weekly workshop sessions, lasting two hours per session, and an 
individualized coaching and feedback training session lasting 30 minutes. The workshop 
sessions are conducted in small groups of eight to 12 individuals. The sessions cover the 
following topics: definition and benefits of social play, assessment of social play needs, 
environmental supports and barriers, and strategies to facilitate social play in 
preschoolers. The coaching and feedback sessions are scheduled at the participants’ 
convenience. The facilitator may use prompting, modeling, feedback (positive statement 
related to implementation of strategies and ways to use strategies more effectively) and 
encouragement to support the teacher in using strategies learned in the workshop more 
effectively in their classrooms.  
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Significance of The Program for Childhood Development 
 There is a consensus in the literature that play has a vital role in children’s social, 
emotional, cognitive and physical development (White, 2016; Case-Smith & O’Brien, 
2010). The importance of play is recognized by the NAEYC (2009a) through its position 
statement on developmentally appropriate practice which states that play is an important 
vehicle for developing self-regulation, language, cognition and social competence. In 
preschool years, interaction and play with peers take on increasing importance as children 
become social beings (Case-Smith & O’Brien, 2010). Despite the belief of early 
childhood educators or teachers of the importance of social play, research suggests a lack 
of pre-service or in-service training focusing on how teachers can support social play 
effectively in the classroom (Vu et al., 2015). Research conducted with students in early 
childhood teaching education programs found that play competence (i.e. competencies in 
supporting children in their play, creating a challenging learning environment for play, 
etc.) was rated relatively low. This finding may imply that from the students’ perspective, 
the preschool teacher curricula have not fully developed their competencies in supporting 
children’s play (Lillvist et al., 2014). Early childhood educators have an important role in 
expanding and supporting children’s social play and appropriate interactions with peers 
(Stanton-Chapman, 2015). “Help Me Play” aims to provide early childhood educators or 
teachers with resources they need to facilitate social play more effectively in their 
preschoolers.  
Significance of The Program for Occupational Therapy Practice 
 The AOTA’s OTPF maintains that occupational therapists focus on assisting 
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individuals to engage in occupations, daily life activities that are meaningful and 
purposeful, to enable participation in roles, habits and routines in home, school, 
workplace and community (AOTA, 2014a). As an essential occupation of childhood, 
social play provides a means of appreciating children’s performance and enhancing 
functional performance to foster development. Promoting positive interactions that 
impact learning through social play is an important part of school-based occupational 
therapy (AOTA, 2014b). Social play falls within the realm of social participation, which 
is an area of focus for school-based occupational therapy practitioners. Occupational 
therapy practitioners working in the school setting use their expertise to help children 
with and without disabilities build social skills necessary for independent living by 
promoting activities that strengthen a child’s sense of belonging and build friendships 
(AOTA, 2013).  
 Along with the provision of strategies and techniques that assist the child directly, 
education and training of other team members in the child’s life is also an important 
service that occupational therapy practitioners provide (AOTA, 2011). Occupational 
therapy practitioners adopt a collaborative consultative model of service delivery when 
providing consultative services to advise, educate, coordinate and collaborate with others 
involved in the child’s life (Rodger & Ziviani, 1999). “Help Me Play” is an innovative 
program because it operates on a collaborative consultative model of service delivery by 
collaborating with and providing education and training to teachers to foster social play 
of preschoolers.  
 Given occupational therapy’s view of play as a need-fulfilling and important 
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occupation in the life of children, occupational therapists are well positioned to deliver a 
training program that will enable early childhood educators or teachers to facilitate social 
play in their preschool-aged students more effectively. Occupational therapists can 
provide education and training to early childhood educators or teachers to promote their 
understanding of the value of social play, and to impart knowledge and skills needed to 
facilitate preschoolers’ social play more effectively through an innovative collaborative 
consultative model of service delivery.  
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 Appendix A: Proposed Explanatory Model
 
PROBLEM
Lack of evidence-
based, occupation- and
client-centred training
program to improve the
ability of early
childhood educators/
teachers to facilitate
social play in their
preschool-aged students
OCCUPATIONAL PERFORMANCE ISSUE ( OPI)
Early childhood educators/teachers experience challenges in
performing the meaningful occupation of facilitating social
play in their preschool-aged students.
Level of the teacher:  limited training in social play
Level of the environment: organizational barriers to
collaborative consultation with occupational therapist;
community barriers to outdoor physical play (thought to
promote social play); increased focus on academic in
preschool curriculum; varying abilities of preschoolers
Level of the occupation:  limited focus on play in accredited
early childhood teacher education program
Poor person-environment-occupation fit minimizes
Occupational Performance of facilitating social play in
preschool-aged students.
IMPACT
Level of the teacher:  Teachers may
have difficulties facilitating
developmentally appropriate social play
in their preschool-aged students.
Level of the environment : Teachers
may perceive overwhelming
environmental barriers that limit their
ability to facilitate social play in their
preschool-aged students.
Level of the occupation:  Teachers may
feel that their educational experiences
have not adequately prepared them to
facilitate social play in their preschool-
aged students.
INTERVENTION
Develop an evidence-based,
occupation- and client-centred
training program to improve the
abilities of early childhood
educators/teachers to facilitate social
play in their preschool-aged students
The proposed intervention aims to
improve the person-environment-
occupation fit to maximize
Occupational Performance.
OUTCOMES
Level of the teacher:
Increased teacher knowledge and skills of roles and
strategies in facilitating social play
Level of the environment:
Promotes collaboration between teachers and
occupational therapists in the preschool setting to
facilitate social play
Level of the occupation:
Presents an opportunity for teachers to pursue continuing
education on social play facilitation
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Appendix B: Facilitator Program Manual 
Session 1 (Week 1): What is Social Play? How Does It Benefit my Students? 
 
INTRODUCTION (15 minutes):  
• Facilitator script: Welcome to the first session of “Help Me Play”: A Teacher 
Training Program to Facilitate Social Play in Preschoolers. There will be four 
workshop sessions in total, held weekly, with each session lasting approximately 
two hours. I will also be offering a 30-minute individualized coaching and 
feedback session following the completion of the workshop.  
 
My name is _____________ and I will be your facilitator. I am an occupational 
therapist with _____________ years of experience in pediatrics and I am excited 
to guide you through this program to enable you to facilitate social play in your 
preschool students more effectively.  
 
This training program is designed to inform early childhood educators and 
teachers about the value of social play in preschool-aged children and to provide 
you with the tools you need to facilitate social play more effectively in your 
classrooms. Today’s session will last approximately two hours with one 10-
minute break. The purpose of today’s session is to provide you with information 
pertinent to fostering a solid understanding of the importance of social play for 
preschool children’s development and learning.  
 
In line with adult learning principles of past experience, we will organize our 
sessions using Kolb’s (1984) Model of Experiential Learning, which is based on 
the premise that experience is the building block of learning. We value your 
teaching experiences and we want to build on and expand on the knowledge, 
skills and experiences you have. Our sessions will begin with concrete 
experience, followed by reflective observation, abstract conceptualization and 
active experimentation. This means that we will begin our sessions with a 
practical experience component, which is followed by reflection. We will then 
cover the didactic component of the session and end with an opportunity for 
guided practice.  
 
Our agenda for today is as follows: We will begin with a brief introduction. I ask 
that you state your name, describe your teaching background and list one goal you 
have in participating in this program. We will then review the learning objectives. 
In our practical experience component, we will brainstorm the benefits of play 
and the value of play for child development first individually and then as a group. 
In our reflection component, we will compare and contrast the results of our 
brainstorming session when performed individually and as a group, and consider 
the implications of the matter in light of our various perspectives. In our didactic 
component, we will define key terms associated with social play. We will take a 
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10-minute break. We will reconvene with our active experimentation component 
with guided practice and discussion questions. We will conclude with a summary 
of today’s content and time for questions and comments.  
 
• Allow participants to introduce themselves to the group. 
 
LEARNING OBJECTIVES (5 minutes): 
• Remembering: By the end of this workshop session, participants will be able to 
describe at least three benefits of play.  
 
• Analyzing: By the end of this workshop session, participants will be able to 
distinguish non-play and social play behaviors with 100% accuracy (i.e. must 
score 5/5 on a multiple-choice quiz with 4-choice options). 
 
CONCRETE EXPERIENCE 
Brainstorming: Benefits of Play (10 minutes): 
• Facilitator script: We will be brainstorming the benefits of play individually on 
paper and then as a group on the easel pad.  
 
• Allow participants to write down their ideas and thoughts individually on paper 
and then share their ideas and thoughts as a group. Write their answers on the 
easel pad. Possible benefits of play are as follows. 
 
• Honig (2006) lists 12 benefits from play:  
1) Play enhances bodily gracefulness. 
§ Preschoolers learn dexterity and hand eye coordination through play (e.g. 
spin tops, stack blocks, try out ways to solve buttoning activity, etc.).  
§ Coordination and dominion over body movement in space is enhanced as 
children participate in sports and ball play.  
§ Teachers help by providing interesting toys and a variety of activities. 
 
2) Play promotes social skills. 
§ Toy telephones provide opportunities for social interaction skills to 
develop. 
§ Adults can provide a boost to children to extend their play. Some children 
may need unobtrusive arrangement of props that stimulate more advanced 
sociodramatic play while others need adult suggestions to promote more 
inclusive play.  
§ Adults can also help children tune into the emotional cues of others for 
positive peer play. 
 
3) Play sharpens cognitive and language skills. 
§ Children learn causal relationships by playing with toys.  
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§ Musical play involves word learning.  
 
4) Play teaches gender roles. 
§ Research shows that boys prefer to play “superheroes” far more than girls 
and that boys frequently exclude girls from superhero play. Sometimes we 
need to challenge our ideas about gender-typed play as we watch the play 
preferences of young children. We can respect children’s choices and yet 
decrease discriminatory gender play.  
 
5) Play develops understanding of number and time concepts. 
§ Playing with toys with large separate parts allows a preschooler to learn to 
count while Lego blocks that fit together into three-dimensional space 
require learning the sequential order of placing the parts.   
 
6) Play promotes spatial understanding. 
§ Toys such as a car or truck with a front and back or a set of wooden toy 
trains connected by magnets at each end help preschoolers learn front and 
back, longer and shorter and first and last.  
 
7) Play prompts causality reasoning. 
§ Playing with toy materials helps children learn “if-then” reasoning 
required for early scientific thinking and experimentation. Block building 
is especially suited for learning causal and space concepts (i.e. smaller 
blocks seem to balance on bigger ones, but not vice versa). 
 
8) Sociodramatic play clarifies world of pretend versus real. Sociodramatic 
play is a form of social play in which at least two children engage in 
cooperative interactions and use their creativity and imagination to assume a 
role and pretend to be someone else. Benefits of sociodramatic play include 
emotional development, social development, self-confidence, self-expression, 
opportunity to act out, literacy learning, oral language development, and 
information acquisition (Kemple, 1996).  
§ Imagination and pretend play are important giant steps forward in learning 
to create dramatic scenario in complex play with peers.  
 
9) Play enriches sensory and aesthetic appreciation. 
§ Play in the forms of listening to music, experimenting with various art 
forms, and planting/gardening deepen children’s appreciation of beauty.  
 
10) Play extends attention span, persistence and sense of mastery. 
§ Adult play partners can help children with shorter attention spans extend 
their play by providing intriguing toys and experiences.  
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§ When play is child-initiated, children feel empowered and come to realize 
that they are capable of mastering the roles, scenarios and logistics of their 
sociodramatic play. 
§ Social play opportunities (e.g. washing baby dolls in groups, donning 
dress-up clothes, playing in the kitchen and sharing tools) strengthen 
language interactions. Teachers can expand vocabulary as they provide a 
word prompt.  
 
11) Children express emotions through play. 
§ Child’s play is a window for adults to observe and tune into the worries, 
fears, angers and joys in children’s emotional lives. 
 
12) Play deepens a child’s sense of serenity and joy. 
§ Play is an intimate social experience that can enhance children’s feelings 
of security and joy in life.  
 
Brainstorming: Value of social play (10 minutes): 
• Facilitator script: We will be brainstorming the developmental value of social 
play individually on paper and then as a group on the easel pad.  
 
• Allow participants to write down their ideas and thoughts individually on paper 
and then share their ideas and thoughts as a group. Here are some possible 
contributions of social play to a child’s development and learning.   
 
• Social communication development: When children participate in social play, 
they enrich their social communication which in turn nurtures social play skills 
(Dennis & Stockall, 2015).  
 
• Socioemotional development: Emotional and social development are linked 
because social interactions are usually emotionally charged. Children’s ability to 
experience and express their emotions appropriately (emotional expression); 
understand the emotions of peers (emotional understanding); regulate their 
emotions (emotional regulation) influence how successful they are during social 
interactions. Pretend play provides opportunities to practice perspective taking 
while sociodramatic play improves role taking ability (empathy and altruism) and 
co-operative behaviors (Ashiabi, 2007).  
 
• Cognitive development: The ability that children have to represent actual or 
imagined experiences during symbolic or pretend play in social play is 
acknowledged as an important stage in the development of cognitive and 
language skills (Rodger & Ziviani, 1999). During social play, children develop 
key cognitive functions such as self-regulation (being aware of the need to control 
feelings and actions), working memory, internal language or “self-talk” and the 
ability to organize, focus, plan, strategize, prioritize, initiate and complete tasks 
(Lockhart, 2010).  
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• Physical development: Play, in general, contributes to children’s fine and gross 
motor development and body awareness as they use their bodies actively. For 
example, playing with writing/drawing tools in groups helps children refine their 
fine motor skills. Jumping and hopping skills are integrated in various group 
games such as hopscotch.  
 
• Learning: In addition to developing key communication, emotional, cognitive 
and physical functions, children learn through play. As mentioned in the benefits 
of play, some examples of concepts that can be learned through play include 
gender roles, number and time, spatial awareness, and cause and effect.  
 
REFLECTIVE OBSERVATION 
Reflection (10 minutes) 
• Facilitator script: Let us reflect on our own values, experiences and beliefs with 
regards to the benefits and value of social play and the additional insights we 
gained from our group brainstorming session.  
 
• Using a typology of reflection suggested by Jay and Johnson (2002), guide 
participants in descriptive, comparative and critical reflection to describe the 
matter for reflection, reframe the matter in light of alternative views and establish 
a renewed perspective respectively. Allow participants to share what they are 
thinking and how they are feeling, how they are processing alternative 
perspectives and how the process has informed and/or renewed their values, 
experiences and beliefs on the benefits and value of social play.  
 
• Possible guiding questions for reflection are as follows: 
§ Descriptive: What do I think about social play? How am I feeling about 
social play? 
 
§ Comparative: How do others view social play? How do others feel about 
social play? 
 
§ Critical: How does this reflective process inform, change and/or renew 
my perspective? 
 
ABSTRACT CONCEPTUALIZATION 
Definitions (15 minutes): 
• Play: Bundy (1991), an occupational therapist, proposed the following definition 
of play: “Play is a transaction between an individual and the environment that is 
intrinsically motivated, internally controlled and free of many of the constraints of 
objective reality.” Children are motivated to play and are able to obtain pleasure 
from it. Internal control means that the child controls play actions and choices, 
and play is free from externally imposed rules or obligations. Play also allows a 
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child to suspend reality through pretend elements and symbolic imagination 
(Rodger & Ziviani, 1999). 
 
• Burke (1993) describes 8 dimensions of play: 
1) Opportunity for children to learn about physical, social, emotional abilities 
and skills 
2) Mechanism for exploring one’s own motivation and achievement 
3) Pressure-free opportunity to perform for the process of feeling rather than the 
product 
4) An imaginary world for mastery over unmanageable aspects of reality 
5) Activates an individual’s exploration and sense of wonder 
6) Is a foundation of interpersonal relationships 
7) A way of learning and developing interests and skills in concentration, 
problem solving and judgment 
8) An arena for learning about roles and role behaviors 
 
• Social play: an engagement among two or more children in which the successive, 
behaviors of one partner are contingent on behaviors of the other partner(s) 
(Garvey, 1974). Viewed from the point of view of either play partner, this means 
leaving pauses in one’s behaviors for the other’s acts and modifying one’s 
successive behaviors as a result of the other’s acts (Garvey, 1974).  
 
• In her studies of young children, Parten (1932) described development of social 
play as consisting of six sequential categories: unoccupied behavior, onlooker 
behavior, solitary play, parallel play, associative play and cooperative play (Frost, 
1992).  
§ Onlooker behavior occurs when the target child watches others at play but 
does not engage with other children. The child may talk to the other 
children, ask questions or give suggestions, but does not overtly enter into 
play. The child stands or sits within speaking distance from peers.  
 
§ Unoccupied behavior occurs when the target child is not playing, but 
occupies him- or herself with watching anything that is of momentary 
interest. The child may play with his or her own body, get on and off 
chairs, stand around, follow the teacher or sit in one spot while glancing 
around.  
 
§ Solitary play (2–3 years) occurs when the target child plays alone, and is 
uninterested in or unaware of what others are doing. The child plays 
independently with toys that are different from those used by the nearby 
peers without reference to what they are doing.  
 
§ Parallel play (2.5–3.5 years) occurs when the target child and a peer are 
within three feet of each other and engage in the same activity but do not 
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acknowledge each other. The child plays with toys that are like those the 
children around him or her are using but does not try to influence or 
modify the activity of the nearby peers. The child plays beside rather than 
with peers.  
 
§ Associative play (3.5–4.5 years) occurs when the target child plays with 
other children by sharing materials or talking to each other. All the 
members engage in similar activity. There is no division of labor, and no 
organization of the activity around materials, goal, or product. The 
children do not subordinate their individual interests to that of the group. 
 
§ Cooperative play (4.5–5 years) occurs when the target child plays in a 
group that is organized for the purpose of achieving specific goals such as 
the making of a material product, striving to attain a competitive goal, 
dramatizing situations or playing formal games.  
 
10-MINUTE BREAK 
 
ACTIVE EXPERIMENTATION 
Practical Exercise (15 minutes):  
• Match the six pictures to Parten’s (1932) social play categories.  
 
• Provide prompts and cues through guided questioning, comparing ideas, and 
identifying valid relationships.  
 
• Answer key (on next page): A. onlooker, B. unoccupied, C. solitary, D. 
parallel, E. associative, F. cooperative. 
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A. (Crews, n.d.)   D. (Hands Full of Grass, 2013) 
 
 
B. (Middlesex Health Unit, 2015) E. (Early Childhood Development Agency, 2014) 
 
 
 
 
 
 
 
 
 
 
 
 
C. (Wells, 2016)   F. (Muhs, 2015) 
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Discussion Questions (20 minutes): 
• Research shows that early childhood educators believe in the importance of social 
play, but they report lack of pre-service training focusing on how they can support 
social play effectively in the classroom (Vu et al., 2015). What do you think are 
the challenges in facilitating social play in your classrooms? Discuss responses as 
a group.  
 
• Research shows that teachers and parents report concerns about academic aspects 
(e.g. literacy skills) in kindergarten readiness for preschoolers (Hatcher et al., 
2012). How would you respond to a colleague or parent who may want more 
academic-based learning at the expense of play-based learning in preschool? 
Discuss responses as a group. 
• Encourage participants to engage in reflective practice by making connections 
between what they know and think prior to the session and new knowledge, skills 
and experiences skills gained in today’s session.  
 
CONCLUSION (10 minutes): 
• Facilitator script: In today’s session, we defined social play. We learned about 
Parten’s six sequential categories of social play development. We also learned the 
benefits and value of play and social play for children’s development and 
learning. Research shows that teachers need to have a strong foundation and 
understanding of the value of play for development and learning (Ashiabi, 2007), 
which in turn will enable them to engage in intentional and reflective practice for 
social play facilitation. In our next session, we will focus on how to engage in 
intentional and reflective practice to ensure that we are responding to our 
children’s play needs appropriately.  
 
• Allow time for questions and comments.  
 
• Facilitator script: That concludes today’s session. Thank you all for coming. I 
will see you next week.  
 
Materials: 
• Power Point slides  
• Handout for Power Point slides for notetaking 
• Lined paper 
• Pens for notetaking 
• Easel pad for group brainstorming on benefits of play and value of social play 
• Marker for easel pad 
• Pictures for matching activity 
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Session 2 (Week 2): What is Intentional and Reflective Practice? How Can I Engage 
in Intentional and Reflective Practice to Assess my Students’ Play Needs? 
 
INTRODUCTION (5 minutes):  
• Facilitator script: Welcome to the second session of “Help Me Play”: A Teacher 
Training Program to Facilitate Social Play in Preschoolers. Today’s session will 
last approximately two hours with a 10-minute break.  The purpose of today’s 
session is to provide you with information pertinent to engaging in intentional and 
reflective practice to help you assess the just-right support to facilitate social play 
in your students.  
 
We will organize our sessions using Kolb’s (1984) Model of Experiential 
Learning which begins with concrete experience, followed by reflective 
observation, abstract conceptualization and active experimentation. This means 
that we will begin our sessions with a practical experience component, which is 
followed by reflection. We will then cover the didactic component of the session 
and end with an opportunity for guided practice.  
 
Our agenda for today is as follows: We will begin with a brief recap of last 
week’s session. We will then review the learning objectives. In our practical 
experience component, we will read three case vignettes and brainstorm, 
individually and as a group, appropriate teacher responses to these vignettes. In 
our reflection component, we will compare and contrast the results of our 
brainstorming session when performed individually and as a group, and consider 
the implications of the matter in light of our various perspectives. In our didactic 
component, we will define intentional and reflective practice and discuss how we 
can incorporate that into your teaching practice. We will take a 10-minute break 
in the middle of our didactic component. After the break, we will continue our 
didactic component before our active experimentation which will consist of 
guided practice and discussion questions. We will conclude with a summary of 
today’s content and time for questions and comments. 
 
Brief Recap for Last Week’s Session (5 minutes) 
• Briefly summarize last week’s content (e.g. definitions of play and social play, 
benefits of play, value of social play). 
 
LEARNING OBJECTIVES (5 minutes): 
• Remembering: By the end of this workshop session, participants will be able to 
define intentional and reflective practice with 100% accuracy as measured 
through a true/false format quiz (i.e. must score 5/5 on the quiz).   
 
• Applying: By the end of this workshop session, participants will be able to use a 
flowchart to guide their decision-making process in selecting the just-right 
support to facilitate social play in 3/3 case vignettes.   
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CONCRETE EXPERIENCE 
Vignettes (10 minutes) 
• Facilitator script: Please read through these vignettes and describe what you think 
or believe the teacher or educator should do to meet the children’s play needs. We 
will share our thoughts and ideas as a group.  
1) A child stands for many seconds watching two peers building with blocks. 
She makes no movement to use these materials nor does she speak. She 
smiles briefly when a peer talks to her but she continues watching.  
 
2) A child stands in a dramatic play center that has been fashioned into an ice 
cream stand. She attempts to join two active peers behind the cardboard 
stand, who are serving other children make believe cups of ice cream. 
However, the two active peers do not notice her.  
 
3) A group of three children are working together at the art table creating a 
collage by dividing the labor with one child finding pictures to cut from 
the magazine, one child cutting and one child pasting the pictures.  
 
• Provide prompts and cues through guided questioning, comparing ideas, and 
identifying valid relationships.  
 
REFLECTIVE OBSERVATION 
Reflection (10 minutes) 
• Facilitator script: Let us reflect on our own values, experiences and beliefs with 
regards to appropriate teacher responses to these vignettes and the additional 
insights we gained from our group brainstorming session.  
 
• Using a typology of reflection suggested by Jay and Johnson (2002), guide 
participants in descriptive, comparative and critical reflection to describe the 
matter for reflection, reframe the matter in light of alternative views and establish 
a renewed perspective respectively. Allow participants to share what they are 
thinking and how they are feeling, how they are processing alternative 
perspectives and how the process has informed and/or renewed their values, 
experiences and beliefs on what constitutes appropriate teacher responses.  
 
• Possible guiding questions for reflection are as follows. 
§ Descriptive: What do I think are examples of appropriate teacher 
responses? How am I feeling about these responses? 
 
§ Comparative: How would other teachers respond to these vignettes? How 
do others feel about these responses? 
 
§ Critical: How does this reflective process inform, change and/or renew 
my perspective? 
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ABSTRACT CONCEPTUALIZATION 
Definitions (15 minutes): 
• Numerous authors have discussed the important role that early childhood 
educators play in expanding and supporting children’s play and interactions with 
peers. From a preventive approach, Ladd (2008) noted that service providers play 
an essential role in preparing children for social challenges of early and later 
childhood and identifying children who need assistance with social skills and peer 
relations. Stanton-Chapman (2015) emphasized how preschool teacher are the key 
to orchestrating successful peer interactions for all children including typical, 
inclusive and at-risk classrooms. Without teacher involvement in play, some 
children may resort to inappropriate play with materials and/or their peers. 
Teachers’ involvement requires careful consideration, planning, preparation, 
reflection and creativity.  
 
• Intentional and reflective practice means that teachers will observe and 
interpret children’s play needs as well as the dynamics of the play group, 
materials and setting before deciding the strategies they will implement to provide 
the just-right support to facilitate social play (Trawick-Smith, 1998; Trawick-
Smith & Dziurgot, 2010b). 
 
• Just-right support means that the teacher responses match the children’s play 
needs and leads subsequent independent play (i.e. play in no need of adult 
support).  
 
• Trawick-Smith & Dziurgot (2010b) proposed that child play behaviors can be 
categorized based on the amount of needed adult guidance: 
§ Much need: Children are considered to be in much need of adult play 
support if they cannot proceed with a task, role enactment, peer 
interaction, daily routine or resolution to a problem and/or in which 
children could harm or disturb others or violate class rules without 
involvement of an adult. For example, a child stands for many seconds 
watching two peers building with blocks. She makes no movement to use 
these materials nor does she speak. She smiles briefly when a peer talks to 
her but she continues watching.  
 
§ Some need: Children are considered to be in some need of adult play 
support if they can proceed independently but show difficulty in sustaining 
attention, accurately solving or completing problems or tasks, or 
maintaining positive interactions with peers and materials, and in which 
the behavior could be enhanced, extended, focused or made more social 
through involvement of an adult. For example, a child stands in a dramatic 
play center that has been fashioned into an ice cream stand. She attempts 
to join two active peers behind the cardboard stand, who are serving other 
  
165 
children make believe cups of ice cream. However, the two active peers do 
not notice her.  
 
§ No need: Children are considered to be in no need of adult play support if 
they can proceed independently at play activities that are sustained, 
elaborate, and when peers are present, social, and in which adult 
involvement would clearly not enhance play activities. For example, a 
group of three children are working together at the art table creating a 
collage by dividing the labor with one child finding pictures to cut from 
the magazine, one child cutting and one child pasting the pictures.  
 
• Trawick-Smith & Dziurgot (2010b) proposed that teacher responses to children’s 
play needs can be categorized into four levels of guidance: 
§ Direct guidance: A response to a play behavior in which an adult asks, 
demands, physically guides or in other ways prompts a child to behave in 
a certain way, and/or in which the adult performs a task for the child. 
Examples include assigning roles or play tasks, initiating a new play 
theme, and answering or responding for a child when peers initiate 
contact. 
 
§ Indirect guidance: A response to a play behavior in which an adult guides 
and/or enhances a child’s activity without demanding, directly asking for, 
or in other ways imposing a specific play action or content, and in which 
the child is able to remain fully in control of the play. Examples include 
suggesting play options, asking questions to extend play activities, and 
playing parallel to the child.  
 
§ Observation: A response to play in which an adult watches the behaviors 
of a child for at least five seconds without intervening. Examples include 
observing and recording play. 
 
§ No interaction: A response to play in which an adult does not interact, 
physically or verbally, with the child and does not watch the child 
continuously for more than five seconds.  
 
• Trawick-Smith & Dziurgot (2010b) found that children who are in much need of 
play support benefit from direct adult guidance, children who are in some need of 
play support benefit from indirect guidance and children who are in no need of 
play support benefit from observation. These good-fit interactions lead to more 
independent subsequent play for the children.  
 
10-MINUTE BREAK 
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ABSTRACT CONCEPTUALIZATION CON’T. 
(10 minutes) 
 
• Possible manifestations of social play in SOME NEED or MUCH NEED of 
support include the following (Trawick-Smith & Dziurgot, 2010b): 
§ Listening/watching/showing interest in peer’s play without joining in 
§ Showing persistent isolated play 
§ Making little or no verbal or other contact with peers in a play group 
§ Showing an object to a peer or adult without speaking 
§ Showing hesitancy in joining peers in play 
§ Trying unsuccessfully to join the play of peers 
§ Engaging only adults in play while ignoring nearby peers 
§ Failing to capture or maintain a peer’s attention 
§ Responding to peers only with simple non-verbal gestures 
§ Showing difficulty communicating ideas verbally 
Levels of adult guidance (Trawick-Smith & Dziurgot, 2010b): 
• Direct guidance 
§ Instructing a child on what behaviors to perform in play 
§ Assigning roles or play tasks 
§ Initiating a completely new play activity or theme 
§ Using praise to manage/influence play 
§ Physically moving/settling children or guiding their hands 
§ Giving children exact words to say in a play activity or social interaction 
§ Answering or responding for a child when peers initiate contact 
§ Correcting or redoing a child’s play task 
§ Altering inappropriate behavior 
§ Settling a dispute for children 
 
• Indirect guidance 
§ Suggesting play options 
§ Verbally encouraging a child 
§ Physically getting a play activity started for a child 
§ Offering or pointing out materials to use 
§ Rearranging or setting up play materials or the environment to enhance 
play 
§ Narrating or describing what a child is doing in play 
§ Verbalizing observations about play objects 
§ Inquiring or conversing about play 
§ Asking questions to help a child solve a problem, to determine a child’s 
play needs, to extend a child’s play activities 
§ Suggesting a new solution to try or a new element to play in progress 
§ Posing challenges or problems for a child to solve 
§ Giving hints to solve problems 
§ Modeling or explaining a task or use of a material or new play element 
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§ Answering a child’s questions 
§ Pointing out something and/or focusing a child’s attention 
§ Playing unobtrusively with a child 
§ Playing parallel to a child 
§ Facilitating conversations between two or more children 
§ Translating a child’s utterances for another child 
§ Facilitating independent conflict resolution 
§ Asking about/pointing out consequences of social behaviors 
§ Encouraging children to express emotions 
§ Encouraging a child to join peers in play 
§ Redirecting inappropriate behavior 
§ Discussing, explaining, answering questions about rules and routines 
§ Initiating non-obtrusive, playful contact with a child 
§ Providing warmth or physical comfort without intrusion 
§ Reassuring a child when upset 
§ Offering attention, praise, or encouragement without directing play 
activities 
§ Responding to a child’s utterances, gestures or actions 
§ Restarting or recasting a child’s utterances 
§ Inquiring about a child’s state of mind or well being 
§ Commenting on a child’s play accomplishments 
 
• Observation 
§ Observing play 
§ Recording play 
 
• No interaction 
§ Talking to another adult 
§ Monitoring other parts of the classroom 
§ Attending to another child 
§ Starring off/looking out the window 
§ Performing teacher tasks 
§ Engaging in play activities when no children are nearby 
 
 
ACTIVE EXPERIMENTATION 
Engaging in Intentional and Reflective Practice (15 minutes): 
• Present flowchart to participants to help them engage in intentional and reflective 
practice. Start with “Observation/assessment of child’s play needs” à 
Reflection.”  
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Observation/assessment	
of	children's	social	play	
needs		
Reflection:	How	much	
guidance	is	needed?
Would	this	child	engage	fully	
in	play	activity	and/or	play	
safely	without	adult	
involvement?
No
Child	in	much	need	
of	adult	guidance
Direct	adult	
guidance
Can	this	child	continue	
independently	with	this	
play	safely	in	compliance	
with	rules?
Yes
Child	in	no	need	of	
adult	guidance
Observation
No
Child	in	some	need	of	
adult	guidance
Indirect	adult	
guidance
Is	there	a	specific	way	in	which	
this	child	can	benefit	from	adult	
involvement?
Yes
Child	in	some	need	
of	adult	guidance
Indirect	adult	
guidance
No
No	need	of	adult	
guidance
Observation
Choose	social	play	
facilitation	strategies	
from	professional	
"toolbox"
Adult	interactions	in	
social	play
Poor	fit:	Observe	and	
alter	interactions
Go	back	to	
"Reflection"
Good	fit:	Withdraw	or	
observe
Play	in	no	need	of	
adult	support
Adapted from Trawick-Smith & Dziurgot (2010b) 
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Practical Exercise (15 minutes):  
• Present the three case vignettes to participants again, and have them work in 
pairs in using the flowcharts and lists to determine the child’s play needs and 
appropriate teacher responses for just-right support. 
 
• Vignettes 
1) A child stands for many seconds watching two peers building with blocks. 
She makes no movement to use these materials nor does she speak. She 
smiles briefly when a peer talks to her but she continues watching. 
Answer: MUCH NEED; DIRECT GUIDANCE required. 
 
2) A child stands in a dramatic play center that has been fashioned into an ice 
cream stand. She attempts to join two active peers behind the cardboard 
stand, who are serving other children make believe cups of ice cream. 
However, the two active peers do not notice her. Answer: SOME NEED; 
INDIRECT GUIDANCE required. 
 
3) A group of three children are working together at the art table creating a 
collage by dividing the labor with one child finding pictures to cut from 
the magazine, one child cutting and one child pasting the pictures. 
Answer: NO NEED; OBSERVATION.  
 
• Provide prompts and cues through guided questioning, comparing ideas, and 
identifying valid relationships.  
 
Discussion Questions (10 minutes): 
• Research shows that teachers reported difficulties sharing their attention with 
many children (Singer et al., 2014). What do you think are the challenges in 
engaging in intentional and reflective practice in your classroom? How can you 
mitigate those challenges? Discuss responses as a group. 
 
• In your opinion, are there any missing steps or information in the flowchart? 
Discuss responses as a group. 
 
• Encourage participants to engage in reflective practice by making connections 
between what they know and think prior to the session and new knowledge, skills 
and experiences skills gained in today’s session.  
 
CONCLUSION (10 minutes): 
• Facilitator script: In today’s session, we defined intentional and reflective 
practice. We discussed how to engage in intentional and reflective practice to 
assess our students’ play needs. We studied Trawick-Smith & Dziurgot (2010b)’s 
model of good-fit teacher-child play interactions to help us assess and respond to 
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children’s play needs appropriately. Research shows that it is important for 
teachers to develop an intentional and reflective practice to deepen analytical 
skills and prepare them to use this kind of reflection as a consistent part of their 
observation and intervention planning process (Chalufour et al., 2003).  
 
• Allow time for questions and comments.  
 
• Facilitator script: That concludes today’s session. Thank you all for coming. I 
will see you next week.  
 
Materials: 
• Power Point slides  
• Handout for Power Point slides for notetaking 
• Pens for notetaking 
• Lined paper 
• Vignettes 
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Session 3 (Week 3): How Can I Set Up a Developmentally Appropriate Play 
Environment? 
 
INTRODUCTION (10 minutes):  
• Facilitator script: Welcome to the third session of “Help Me Play”: A Teacher 
Training Program to Facilitate Social Play in Preschoolers.” Today’s session will 
last approximately two hours with a 10-minute break.  The purpose of today’s 
session is to provide you with information pertinent to setting up a 
developmentally appropriate play environment that is sensitive to child 
characteristics to facilitate social play.  
 
We will organize our sessions using Kolb’s (1984) Model of Experiential 
Learning which begins with concrete experience, followed by reflective 
observation, abstract conceptualization and active experimentation. This means 
that we will begin our sessions with a practical experience component, which is 
followed by reflection. We will then cover the didactic component of the session 
and end with an opportunity for guided practice. 
 
Our agenda for today is as follows: We will begin with a brief recap of last 
week’s session. We will then review the learning objectives. In our practical 
experience component, we will brainstorm, individually and as a group, 
environmental factors that support or hinder social play. In our reflection 
component, we will compare and contrast the results of our brainstorming session 
when performed individually and as a group, and consider the implications of the 
matter in light of our various perspectives. In our didactic component, we will 
discuss environmental factors to consider in setting up a play environment.  We 
will take a 10-minute break before our active experimentation which will consist 
of guided practice and discussion questions. We will conclude with a summary of 
today’s content and time for questions and comments. 
 
Brief Recap for Last Week’s Session (5 minutes) 
• Briefly summarize last week’s content (e.g. definitions of “intentional and 
reflective practice” and “just-right support,” appropriate teacher responses 
based on child’s play needs, etc.). 
 
LEARNING OBJECTIVES (5 minutes): 
• Understanding: By the end of this workshop session, participants will be able to 
identify environmental supports and barriers that facilitate or hinder social play 
with 100% accuracy as measured through a true/false format quiz (i.e. must score 
5/5 on the quiz).  
 
• Evaluating: By the end of this workshop session, participants will be able to 
accurately match selection and arrangement of play materials with child 
characteristics in at 3/3 case vignettes. 
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CONCRETE EXPERIENCE 
Brainstorming (15 minutes) 
• Facilitator script: We will be brainstorming environmental factors that may 
support or hinder social play individually on paper and then as a group on the 
easel pad.  
 
• Allow participants to write down their ideas and thoughts individually on paper 
and then share their ideas and thoughts as a group. Write their answers on the 
easel pad.  
 
• Possible answers will be covered in the abstract conceptualization section.  
 
REFLECTIVE OBSERVATION 
Reflection (10 minutes) 
• Facilitator script: Let us reflect on our own values, experiences and beliefs with 
regards to environmental factors that support or hinder social play and the 
additional insights we gained from our group brainstorming session.  
 
• Using a typology of reflection suggested by Jay and Johnson (2002), guide 
participants in descriptive, comparative and critical reflection to describe the 
matter for reflection, reframe the matter in light of alternative views and establish 
a renewed perspective respectively. Allow participants to share what they are 
thinking and how they are feeling, how they are processing alternative 
perspectives and how the process has informed and/or renewed their values, 
experiences and beliefs on the importance of environmental factors in social play.  
 
• Possible guiding questions for reflection are as follows. 
§ Descriptive: What do I think constitute environmental supports vs. 
barriers in social play? How do I feel about environmental supports and 
barriers in social play? 
 
§ Comparative: What do other teachers view as environmental supports vs. 
barriers in social play? How do others feel about environmental supports 
and barriers in social play? 
 
§ Critical: How does this reflective process inform, change and/or renew 
my perspective? 
 
ABSTRACT CONCEPTUALIZATION 
Environmental Factors that May Support or Hinder Social Play (20 minutes): 
• Supports 
§ Time: Free play periods should last 30–60 minutes for preschoolers as 
during longer play periods, more children engage in dramatic and 
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constructive play whereas during shorter play periods, most children 
engage in solitary and parallel play (Tarman & Tarman, 2011).  
 
§ Experience and choice: The broader the children’s experiences are, the 
more likely they are to expand on interesting themes in play (Tarman & 
Tarman, 2011). Teachers can help children build new experiences by 
reading books, watching videos, taking field trips, etc. Besides building on 
children’s experiences, teachers can enable children to make choices of 
play themes based on their interest by using multi-purpose materials.  
 
§ Types of play materials: In her study, Parten (1932) found that house and 
dolls had the highest social value as they were associated with co-
operative play. Other “social” play materials include balls, dress up 
clothes, housekeeping materials, puppets and toy vehicles (Martin et al., 
1991). Duplo bricks and Rainbow people inspired higher quality play 
behaviors than other toys as they are both non-realistic so they do not 
suggest any one play theme, allowing children to be creative in their play 
(Trawick-Smith et al., 2015).  
 
§ Proximity: Close physical proximity may be an important factor in 
increasing the likelihood that teachers become more involved in social 
play facilitation. Fleer (2015) found that when teachers were in close 
physical proximity to children, they had more opportunities to support 
play. Singer and colleagues (2014) found that continuous teacher 
proximity was associated with more play engagement. 
 
• Hindrances 
§ Child care center quality: It has been found that children in minimally 
adequate child care center engaged in less complex peer play and 
developed complex peer play forms at later ages than children in model or 
good quality child care center (Howes & Matheson, 1992). 
 
§ Adult to child ratio: Low adult to child ratio may act as a barrier to social 
play facilitation on the part of the teacher (Kemple et al., 1997; File & 
Kontos, 1993). Teachers reported difficulties sharing their attention with 
many children (Singer et al., 2014). 
 
§ Types of play materials: “isolate” toys include puzzles, peg board, art 
materials, play doh, parquetry and library materials (Martin et al., 1991). 
 
§ Disabilities: It has been proposed that preschool-aged children with 
disabilities may need increased support from teachers to engage in social 
play due to difficulties in social communication, self-regulation and 
possible developmental delays (Suhonen et al., 2015). Recchia and 
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Soucacou (2006) found themes in regard to the ways early childhood 
special education teachers supported the social behaviors of children with 
disabilities. The most successful strategies for promoting positive social 
experiences observed were the use of clear, individually responsive 
interventions. Teachers also acknowledged and validated children’s 
feelings to create positive emotional connections with their students. 
Teachers actively set up activities that encouraged high levels of peer 
interaction, engaged in children’s play to help them initiate and maintain 
positive interactions with peers, and modeled what children needed to do 
to promote positive social interaction with peers. Finally, teachers 
promoted positive conflict resolution by speaking for the children in order 
to explain their maladaptive behaviors to others or guiding appropriate 
social responses. 
 
 
• Moderating variables  
§ Child characteristics: Trawick-Smith et al. (2015) found that child 
characteristics may moderate the play quality of certain toys. Five toys 
(bristle blocks, Duplo bricks, Lincoln logs, measure up! Cups, Rainbow 
people) scored higher on play quality when boys played with them and 
one toy (tree blocks) scored higher on play quality when girls with played 
with it. Besides gender, race and socioeconomic status may also moderate 
play quality of certain toys.  
 
§ Exposure to play materials: Trawick-Smith et al. (2015) found that most 
toys inspired the highest quality and frequency of play on the first or 
second day that they were available to children, suggesting that novel toys 
are more attractive to children and inspired higher quality play. 
 
10-MINUTE BREAK 
 
ACTIVE EXPERIMENTATION 
Practical Exercise (20 minutes):  
• Facilitator script: Working in pairs, given the following information about these 
hypothetical children in a classroom and the materials/toys as well as personnel 
that you have at your disposal, design your own play space that would facilitate 
social play. Think about which play materials/toys you would select, where you 
would place them, and where you would station the teacher.  
 
• Vignettes 
§ Sarah and Anna are four-year old typically developing girls who love to 
play dress up. The following play materials/toys are available: Duplo 
bricks, tree blocks, waitress and chef costumes, art materials, paper, and 
kitchen utensils. There is a head teacher and an assistant teacher in the 
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classroom. Answer: waitress and chef costumes and kitchen utensils; 
dramatic play; teacher within one foot of students. 
 
§ Jack and Henry are three-and-a-half-year-old boys who are typically 
developing. Jack loves to play with train while Henry loves building train 
tracks. The following play materials/toys are available: toy cars, toy trains 
and tracks, tree blocks, magnatiles, pretend foods, and play doh. The 
assistant teacher just stepped out, and you are the only teacher in the 
classroom at the moment. Answer: toy trains and tracks; block corner 
or rug area; teacher within one foot of students. 
 
§ A class recently went on a trip to the zoo. The following play 
materials/toys are available: peg puzzles, various sizes of stuffed animals, 
king and queen costumes, arts & crafts materials, paper, and Duplo bricks. 
There is a head teacher, student teacher and an assistant teacher in the 
classroom. Answer: arts & crafts in art center and work tables area 
for farm-themed projects, king and queen costumes and stuffed 
animals in dramatic play area, stuffed animals in block area or rug 
area; teachers within one foot of student in each area of the 
classroom. 
 
• Provide prompts and cues through guided questioning, comparing ideas, and 
identifying valid relationships.  
 
 
Adapted from Kaplan (2017)  
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Discussion Questions (15 minutes): 
• Can you suggest three low-cost or no-cost play materials that are easily 
obtainable? How would you use these materials creatively in constructive play 
and in pretend play for groups of preschool-aged children? Discuss responses as a 
group. 
 
• Research shows that preschool-aged children with disabilities may need increased 
support from teachers to engage in social play due to difficulties in social 
communication, self-regulation and possible developmental delays (Suhonen et 
al., 2015). We discussed several strategies to address this issue in today’s session 
such as modelling. Can you share strategies you have used to facilitate social play 
between a typically developing preschooler and a preschooler with a disability? 
Discuss responses as a group. 
 
• Encourage participants to engage in reflective practice by making connections 
between what they know and think prior to the session and new knowledge, skills 
and experiences skills gained in today’s session.  
 
CONCLUSION (10 minutes): 
• Facilitator script: In today’s session, we discussed environmental factors that 
should be considered in setting up a play space to facilitate social play. Research 
shows that it is vital for teachers to consider the selection and arrangement of 
materials that promote social interactions while considering child characteristics 
in toy selection (Tarman & Tarman, 2011; Trawick-Smith et al., 2015; Martin et 
al., 1991). Being mindful of how child characteristics may impact material 
selection in social play facilitation illustrates importance of being child-centred, 
consistent with scaffolding. Next week will be our last workshop session. We will 
discuss strategies grounded in scaffolding to facilitate social play.  
 
• Allow time for questions and comments.  
 
• Facilitator script: That concludes today’s session. Thank you all for coming. I 
will see you next week.  
 
Materials: 
• Power Point slides  
• Handout for Power Point slides for notetaking 
• Pens for notetaking 
• Lined paper 
• Easel pad for group brainstorming on environmental factors  
• Marker for easel pad 
• Three case vignettes 
• Three classroom layouts 
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Session 4 (Week 4): How Can I Develop a “Professional Toolbox” of Strategies to 
Facilitate Social Play? 
 
INTRODUCTION (10 minutes):  
• Facilitator script: Welcome to the fourth and final session of “Help Me Play”: A 
Teacher Training Program to Facilitate Social Play in Preschoolers. Today’s 
session will last approximately 2 hours with a 10-minute break.  The purpose of 
today’s session is to provide you with information pertinent to developing a 
“professional toolbox” of strategies grounded in scaffolding to facilitate social 
play.  
 
We will organize our sessions using Kolb’s (1984) Model of Experiential 
Learning which begins with concrete experience, followed by reflective 
observation, abstract conceptualization and active experimentation. This means 
that we will begin our sessions with a practical experience component, which is 
followed by reflection. We will then cover the didactic component of the session 
and end with an opportunity for guided practice.  
 
Our agenda for today is as follows: We will begin with a brief recap of last 
week’s session. We will then review the learning objectives. In our practical 
experience component, we will brainstorm, individually and as a group, 
naturalistic intervention strategies to facilitate children’s social play. These 
strategies are in line with Vygotsky’s scaffolding strategy as they consider the 
importance of being child-centered, exhibited in teachers’ adaptations to support 
social play based on the child’s needs. In our reflection component, we will 
compare and contrast the results of our brainstorming session when performed 
individually and as a group, and consider the implications of the matter in light of 
our various perspectives. In our didactic component, we will discuss the research 
evidence behind naturalistic intervention strategies and facilitative teacher roles. 
We will take a 10-minute break before our active experimentation which will 
consist of guided practice and discussion questions. We will conclude with a 
summary of today’s content and time for questions and comments. 
 
Brief Recap for Last Week’s Session (5 minutes) 
• Briefly summarize last week’s content (e.g. environmental supports and 
hindrances for social play.). 
 
LEARNING OBJECTIVES (5 minutes): 
• Analyzing: By the end of this workshop session, participants will be able to 
distinguish facilitative and precarious roles in social play facilitation with 100% 
accuracy as measured through a true/false format quiz (i.e. must score 5/5 on the 
quiz). 
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• Creating: By the end of this workshop session, participants will be able to create 
their own “professional toolbox” consisting of least 5 strategies grounded in 
scaffolding to facilitate social play.  
 
CONCRETE EXPERIENCE 
Brainstorming (15 minutes) 
• Facilitator script: We will be brainstorming naturalistic intervention strategies 
individually on paper and then as a group on the easel pad.  
 
• Provide the following definition. Naturalistic intervention strategies: 
approaches that use typical routines and activities in natural environments as the 
teaching context (Stanton-Chapman & Hadden, 2011) and that match children’s 
interests and actions (Kohler et al., 2001) to encourage peer interactions. 
Examples of these strategies are as follows: 
§ Teaching opportunities that occur during ongoing classroom activities 
§ Individual teaching interactions that are brief and distributed over time 
§ Instructional goals that are specified 
§ Instruction that results in access to naturally occurring consequences 
and feedback 
 
• Allow participants to write down their ideas and thoughts individually on paper 
and then share their ideas and thoughts as a group. Write their answers on the 
easel pad.  
 
• Naturalistic intervention strategies are discussed in greater detail in the abstract 
conceptualization section.  
 
REFLECTIVE OBSERVATION 
Reflection (10 minutes) 
• Facilitator script: Let us reflect on our own values, experiences and beliefs with 
regards to naturalistic intervention strategies to facilitate social play, and the 
additional insights we gained from our group brainstorming session.  
 
• Using a typology of reflection suggested by Jay and Johnson (2002), guide 
participants in descriptive, comparative and critical reflection to describe the 
matter for reflection, reframe the matter in light of alternative views and establish 
a renewed perspective respectively. Allow participants to share what they are 
thinking and how they are feeling, how they are processing alternative 
perspectives and how the process has informed and/or renewed their values, 
experiences and beliefs on ways to facilitate social play.  
 
• Possible guiding questions for reflection are as follows. 
  
182 
§ Descriptive: What do I think constitute as naturalistic intervention 
strategies to facilitate social play? How do I feel about these strategies? 
 
§ Comparative: What do others view as naturalistic intervention strategies 
to facilitate social play? How do others feel about these strategies? 
 
§ Critical: How does this reflective process inform, change and/or renew 
my perspective? 
 
10-MINUTE BREAK 
 
ABSTRACT CONCEPTUALIZATION 
Naturalistic Intervention Strategies (10 minutes) 
• Physical naturalistic teaching strategies (Meadan et al., 2012; Kohler et al., 
2001):  
§ Using novel materials: Incorporate materials that are novel and/unique 
into the activity. These materials may be items in which the child has 
shown a previous interest. These materials can elicit the child’s interest to 
communicate and socially interact with others.  
 
§ Joining the activity: The teacher joins the activity and engages in play-
related actions and themes with the children. When a teacher becomes part 
of an interaction between a child and his/her peer, the teacher can facilitate 
interaction between the two children by talking about, modeling or 
manipulating materials. 
 
§ Inviting the child to make choices: The teacher invites the child to make 
choices about desired actions and/or materials through questions or 
nonverbal overtures (e.g. holding out a container of markers). When a 
teacher invites the child to select between several materials or actions, 
he/she engages him in social interaction. 
 
§ Using incidental strategies: Place items out of reach, block the child’s 
access to desired items, manipulate the materials and act in ways that 
violate the child’s expectations (i.e. use materials incorrectly or respond to 
child’s overtures in an unexpected way). When a teacher manipulates the 
environment, and does things that do not follow typical routines, this 
encourages children to comment or initiate conversation. 
 
• Social naturalistic teaching strategies (Meadan et al., 2012; Kohler et al., 2001):  
§ Using comments and questions: The teacher uses comments and 
questions to facilitate the child’s interest and/or play-related talk. When a 
teacher uses descriptive language and verbal prompts, he/she encourages 
children to verbally respond and become socially engaged with a task. 
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§ Requiring expanded talk: Respond to the child’s talk in a manner that 
generates elaboration. When a teacher uses open-ended questions to elicit 
more explanation and elaboration from the child about the activity 
engaged in, the child expands on his/her communication.  
 
§ Inviting interaction with peers: The teacher encourages interaction with 
other children by the drawing the child’s attention to peers or prompting 
peers to direct overtures to the focal child. When a teacher is alert to 
available peer opportunities, he/she can invite a child to join peers in an 
ongoing activity. 
 
Facilitative Teacher Roles (15 minutes) 
• Teachers have a key role in fostering play when they involve scaffolding 
children’s play in a developmentally appropriate level based on the children’s 
needs. According to Tarman and Tarman (2011), facilitative roles include the 
following: 
o Onlooker: The teacher watches and listens to children’s play. As an 
observer and recorder, the teacher’s interest is in understanding play and 
how to build appropriate experiences that will scaffold children’s learning 
and development. Observation can lead to insights into how to plan for, 
initiate and extend children’s play (Ashiabi, 2007).  
 
o Stage manager: The teacher helps organize play setting, play materials, 
props and themes. As a stage manager, a teacher can facilitate play by 
organizing and providing play materials, designating a play area, 
scheduling time for play, setting ground rules, deciding what activities 
constitute play and relating to play while in progress (Ashiabi, 2007). 
 
o Co-player: The teacher participates in children’s play by modelling play 
skills and becoming a play partner. As a co-player, teachers actively 
participate in children’s play, model roles and offer ideas to enhance play 
and support children’s growth (Ashiabi, 2007). 
 
o Play leader: The teacher gives direct suggestions or explicit 
demonstration to enrich and extend play. The teacher may support the 
child in starting a play activity, provide behavior regulation to compliment 
and stimulate desirable behavior while preventing and stopping 
undesirable behavior, provide structure of physical environment and social 
environment by suggesting play objects that elicit diverse play activities 
and/or available peers (Singer et al., 2014). Adults often switch to this role 
when children have difficulty getting play started on their own or when an 
ongoing play episode is faltering (Tarman & Tarman (2011). 
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• According to Tarman and Tarman (2011), precarious roles are roles that may 
have a negative effect on children’s play. They include the following: 
o Uninvolved: The teacher does not pay attention to children’s play and do 
not support play. Without teacher involvement in play, some children may 
resort to inappropriate play with materials and/or their peers (Stanton-
Chapman, 2015). Possible reasons why teachers do not get involved in 
children’s play include competing demands or duties and belief that adult 
participation may interrupt children’s play (Tarman & Tarman, 2011). 
 
o Director: The teacher takes over the control of play. When teachers take 
over control of play unnecessarily, they may disrupt children’s play 
(Tarman & Tarman, 2011). A teacher may take on the role of director due 
to competing academic tasks (Tarman & Tarman, 2011). 
 
ACTIVE EXPERIMENTATION 
Practical Exercise (20 minutes):  
• Facilitator script: Create your own “professional toolbox” of at least 5 preferred 
strategies to facilitate social play. Select the strategies that you believe would suit 
your classroom’s needs. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Adapted from Lowe’s (n.d.) 
 
• Facilitator script: Working in groups of three with one individual taking on the 
role of the teacher, and the other two individuals taking on the role of children, 
demonstrate the facilitative and precarious teacher roles in social play facilitation. 
Vignettes are adapted from Tarman & Tarman (2011). 
o Onlooker: Several children are playing in the dramatic play are and the 
teacher is watching them. Girls are busy wearing fancy dresses while the 
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boys are wearing ties. The teacher asked, “Where are you going?” The 
children said, “We are going out to a restaurant!” The teacher responded 
to them, “You all looked so beautiful!” 
 
o Stage manager: Several children are busy with playing in a restaurant-
themed activity. David is pretending to be a customer. He asked for pizza. 
Nicole as the chef said, “We do not serve pizza in this restaurant.” David 
asked, “What do you have?” Nicole started to list what the restaurant 
serves. The teacher suggested to Nicole to make menus for customers. 
The children agreed and asked the teacher’s help to write the menu on a 
piece of paper. The teacher asked them what they would like to serve in 
their restaurant and wrote all the food on a piece of paper. The teacher also 
suggested making a price list. Nicole said, “Like a real restaurant!” After 
getting the menu with the price list, Nicole put it on the table for David 
and said, “Now you can choose what you want to eat from our menu.” 
 
o Co-player: Several children are busy with playing in a restaurant-themed 
activity. The teacher walked through them and asked about joining their 
play. The teacher sits at the table and starts to pretend to be a customer and 
asked, “What is your specialty today?” Alex says, “Macaroni and cheese 
and ice cream.” The teacher asked for a menu. Alex says, “Sure, I will be 
right back with the menu!” Alex grabs a piece of paper, writes some 
letters, draws some shapes and gives the paper to the teacher. While 
looking at the menu, the teacher says, “I am so hungry. Everything on the 
menu looks delicious. Hmm, I will have the chicken nuggets with salad 
please.” Alex says, “What would you like to drink?” The teacher says, 
“Apple juice please.” Alex says, “Okay, let me check with Sam who is in 
the kitchen if we have any apple juice left.” Alex goes to the kitchen and 
returns. Alex says, “Sorry. No more apple juice left. Do you want 
chocolate milk?” The teacher says, “Okay, chocolate milk is good.” Alex 
goes to the kitchen to help Sam cook. Alex brings a plastic plate, spoon 
and fork; Alex puts a plastic chicken and lettuce into the plate and gives 
the teacher a plastic cup. “Here is your food,” Alex said. The teacher says, 
“Thank you!” and pretends to eat.  
 
o Play leader: Nathan and Quinn are pretending to be mom and dad. They 
decide to get a baby doll to feed and dress. After a while, they begin to 
lose interest in the baby doll. The teacher tries to extend their play. The 
teacher says, “Tomorrow is the baby’s birthday.” Nathan then says, “Oh 
let’s have a party!” Quinn says, “There are lots of things we need for a 
party.” The teacher suggests, “I think we need to bake a birthday cake, 
decorate the house and invite people to the party. Let’s get started! Who 
wants to help bake the cake?” Quinn says, “I want to!” Nathan says, “I 
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will invite people” and begins to go around the classroom to invite his 
peers to the party. Soon other children are joining. The play continues.  
 
o Uninvolved: The children are in the playground. The teacher starts a 
conversation with an occupational therapist who is about to pick up a 
student. Alison looks at her peers who are passing a ball back and forth in 
a circle, but does not make any attempts to join them.  
 
o Director: Jason and Lia are building a zoo. They decide to use 
rectangular blocks for the gate to the zoo with stuffed animal toys 
enclosed. The teacher interrupts the children’s play to change their 
pretend play to a fine motor activity by having them come to the writing 
table. The teacher instructs the children to practice tracing their first name 
in capital letters.  
 
Discussion Questions (10 minutes): 
• Why are naturalistic intervention strategies so well-regarded in the literature? 
What are its benefits?  Discuss responses as a group. 
 
• Can you think of situations in which it would be appropriate to shift from one 
facilitative role to another? How would a child’s play needs influence the 
facilitative roles that a teacher may take on? Discuss responses as a group. 
 
• Encourage participants to engage in reflective practice by making connections 
between what they know and think prior to the session and new knowledge, skills 
and experiences skills gained in today’s session.  
 
CONCLUSION (10 minutes): 
• Facilitator script: In today’s session, we discussed naturalistic intervention 
strategies and facilitative roles grounded in scaffolding to facilitate preschoolers’ 
social play development. During our first session, we spoke about the value of 
play in enhancing a child’s communication, emotional, cognitive, physical and 
social skills development. The involvement of the teacher in children’s social play 
is essential. As supported in the literature, teachers are urged to engage in 
intentional and reflective practice in facilitating social play by assessing the 
children’s play needs, setting the stage for developmentally appropriate play, 
using naturalistic intervention strategies and taking on facilitative roles to extend 
and enrich play experiences. I hope that this program has given you a strong 
foundational knowledge on the importance of social play as well as practical 
strategies in facilitating social play of your preschool students more effectively to 
foster their development and learning.  
 
• Allow time for questions and comments.  
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• Facilitator script: That concludes the training program. Thank you all for coming. 
Before you leave, please fill out the post-program survey. We appreciate and 
value your feedback, comments and suggestions. Please also schedule your 
coaching and feedback session.  
 
Materials: 
• Power Point slides  
• Handout for Power Point slides for notetaking 
• Pens for notetaking 
• Lined paper 
• Easel pad for group brainstorming on naturalistic intervention strategies  
• Marker for easel pad 
• “Professional toolbox” handout 
• Six scenarios illustrating facilitative and precarious teacher roles   
 
  
  
188 
References: 
Ashiabi, G. S. (2007). Play in the preschool classroom: Its socioemotional significance 
and the teacher’s role in play. Early Childhood Education Journal, 35(2), 199–
207. doi: 10.1007/s10643-007-0165-8  
Jay, J. K., & Johnson, K. L. (2002). Capturing complexity: A typology of reflective 
practice for teacher education. Teaching and Teacher Education, 18(1), 73–85. 
doi: 10.1016/S0742-051X(01)00051-8 
Kohler, F. W., Anthony, L. J., & Steighner, S. A., & Hoyson, M. (2001). Teaching social 
interaction skills in the integrated preschool: An examination of naturalistic 
tactics. Topics in Early Childhood Special Education, 21(2), 93–103. doi: 
10.1177/027112140102100203  
Kolb, D. A. (1984). Experiential learning: Experience at the source of learning and 
development. Upper Saddle River, NJ: Prentice Hall.  
Lowe’s. (n.d.). Toolbox for education [Online image]. Retrieved 23 February 2017 from 
http://toolboxforeducation.com/winners 
Meadan, H., Ostrosky, M. M., Zaghlawan, H. Y., & Yu, S. (2012). Using coaching with 
preschool teachers to support the social skills of children with and without autism 
spectrum disorders. International Journal of Early Childhood Special Education, 
4(2), 74–94. Retrieved from http://www.int-
jecse.net/assets/upload/pdf/20150930221004_intjecse.pdf 
Singer, E., Nederend, M., Penninx, L., Tajik, M., & Boom, J. (2014). The teacher’s role 
in supporting young children’s level of play engagement. Early Child 
Development and Care, 184(8), 1233–1249. doi: 10.1080/03004430.2013.862530 
Stanton-Chapman, T. L. (2015). Promoting positive peer interactions in the preschool 
classroom: The role and the responsibility of the teacher in supporting children’s 
sociodramatic play. Early Childhood Education Journal, 43(2), 99–107. 
Retrieved from 
http://search.proquest.com.ezproxy.bu.edu/docview/1697503015?accountid=9676 
Stanton-Chapman, T. L., & Hadden, D. S. (2011). Encouraging peer interactions in 
preschool classrooms: The role of the teacher. Young Exceptional Children, 14(1), 
17–28. doi: 10.1177/1096250610395458   
Tarman, B., & Tarman, I. (2011). Teachers’ involvement in children’s play and social 
interaction. Elementary Education Online, 10(1), 325–337. Retrieved from 
http://ilkogretim-online.org.tr/vol10say1/v10s1m26.pdf 
  
189 
Session 5: Coaching and Feedback Guidelines 
 
• After the last session of the workshop, schedule 30-minute coaching and feedback 
session with individual participants at a time and place convenient for them. 
 
• The coaching and feedback session should ideally take place within two weeks of 
the last session of the workshop.  
 
• Several studies reviewed previously have demonstrated the benefits of 
incorporating coaching and feedback to help teachers apply what they have 
learned in a training program more effectively in their practice (Meadan et al., 
2012; Howe et al., 2012; Schepis et al., 2003; & Kohler et al., 2001).  
 
• The purpose of the coaching and feedback session is to assist early childhood 
educators or teachers to in using the strategies learned in the training program 
more effectively in their classrooms. Participants are encouraged to discuss any 
issues or difficulties in implementing any of the strategies learned in the training 
program. 
 
• Please see below for a recommended structured process of the coaching and 
feedback session. 
 
• In line with the coaching and feedback protocols by Meadan et al. (2012) and 
Schepis et al. (2003), the facilitator can stay in close proximity to the teacher and 
use prompting, modeling, feedback (positive statement related to implementation 
of strategies and ways to use strategies more effectively) and encouragement to 
support the teacher. 
 
  
Discuss 
issues
Explore 
options
Develop an 
action plan 
(e.g. 
setting, 
strategies to 
use, 
materials 
needed)
Carry 
out 
action 
plan
Facilitator 
intervene as 
appropriate
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Appendix C: Participant Program Manual 
 
 
 
 
 
 
 
 
 
 
“Help	Me	Play”:	
A	Teacher	Training	Program	to	
Facilitate	Social	Play	in	
Preschoolers
Elvina	Oey,	OTR/L,	MSc	OT
Program	Overview
Session Date Time Title
1 What	is	Social	Play?	How	Does	It	Benefit	my	
Students?
2 What	is	Intentional	and	Reflective	Practice?	How	
Can	I	Engage	in	Intentional	and	Reflective	
Practice	to	Assess	my	Students’	Play	Needs?
3 How	Can	I	Set	Up	a	Developmentally	Appropriate	
Play	Environment?
4 How	Can	I	Develop	a	“Professional	Toolbox”	of	
Strategies	to	Facilitate	Social	Play?	
5	and	6 Coaching	and	feedback
  
192 
 
 
 
 
 
 
 
 
 
Program	Theoretical	Frameworks
Reflective	
observation
Abstract	
conceptualizationActive	
experimentation
Concrete	
experienceAdult	learning	
principles	in	
professional	
development	
for	teachers	
(Gravani,	2012)	
Voluntary	
participation
Self-
direction
Action	and	
reflection
Past	
experience
Climate	
conducive	
to	learning
Variety	of	
learning	
styles
Descriptive	
reflection
Comparative	
reflection
Critical	
reflection
Kolb’s	(1984)	Model	of	
Experiential	Learning
Knowles’	(1980)	adult	learning	
principles
Jay	and	Johnson’s	
(2002)	typology	of	
reflective	practice
Vygotsky’s	(1978)	concept	
of	scaffolding	in social	
development	theory
Things	a	
child	can	do	
Zone	of	
proximal	
development
Things	a	
child	
cannot	
do	yet
Session	1
What	is	Social	Play?	
How	Does	It	Benefit	
my	Students?
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Agenda
• Introduction
• Learning	objectives
• Concrete	experience
• Reflective	observation
• Abstract	conceptualization
• BREAK
• Active	experimentation
• Conclusion
Learning	Objectives
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
describe	at	least	three	benefits	of	play.	
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
distinguish	non-play	and	social	play	behaviors	with	100%	accuracy	
(i.e.	must	score	5/5	on	a	multiple	choice	quiz	with	4-choice	options).
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Pre-test	Questionnaire
• At	this	time,	please	complete	the	pre-test	questionnaire	that	will	be	
distributed	to	you.	
Concrete	Experience
Benefits	of	play
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Benefits	of	Play	(Honig,	2006)
Concrete	Experience
Value	of	play
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Value	of	Play
(Dennis	&	Stockall,	2015;	Ashiabi,	2007;	Lockhart,	2010;	Rodger	&	Ziviani,	1999)
Reflective	Observation
• Let	us	reflect	on	our	own	values,	experiences	and	beliefs	with	regards	
to	the	benefits	and	value	of	social	play	and	the	additional	insights	we	
gained	from	our	group	brainstorming	session.
What	do	I	think	
about	social	
play?	How	am	I	
feeling	about	
social	play?
How	do	others	
view	social	
play?	How	do	
others	feel	
about	social	
play?
How	does	this	
reflective	
process	
inform,	change	
and/or	renew	
my	
perspective?
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Abstract	Conceptualization:	Play
• “Play	is	a	transaction	between	an	individual	and	the	environment	that	is	
__________________________,	__________________________	and	_________	of	
many	of	the	constraints	of	objective	reality”	(Bundy,	1991).	
• Burke	(1993)	describes	8	dimensions	of	play:
• Opportunity	to	learn	about	physical,	social,	emotional	__________	and	_______
• Mechanism	for	exploring	one’s	own	_____________	and	achievement
• ___________________	opportunity	to	perform	for	the	process	of	feeling	
• An	____________	world	for	mastery	over	unmanageable	aspects	of	reality
• Activates	an	individual’s	_____________	and	sense	of	wonder
• Is	a	foundation	of	_________________	relationships
• A	way	of	learning	and	developing	interests	and	skills	in	concentration,	problem	
solving	and	____________
• An	arena	for	learning	about	________	and	role	behavior
Abstract	Conceptualization:	Social	Play
• Social	play: an	engagement	among	two	or	more	children	in	which	the	
_________________	______________________of	one	partner	are	
contingent	on	the	behaviors	of	the	other	partner(s)	(Garvey,	1974).	
• Parten (1932)	described	development	of	social	play	as	consisting	of	six	
sequential	categories	(Frost,	1992).	
Onlooker
Unoccupied
Solitary	play
2-3	years
Parallel	play
2.5-3.5	years
Associative	
play
3.5-4.5	years
Cooperative	
play
4.5-5	years
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Abstract	Conceptualization:	Social	Play
• Parallel	play	occurs	when	the	target	child	and	a	peer	are	within	_____________of	
each	other	and	engage	in	the	________	activity	but	do	not	acknowledge	each	other.	
The	child	plays	with	toys	that	are	like	those	the	children	around	him	or	her	are	using	
but	does	not	try	to	______________________________the	activity	of	the	nearby	
peers.	The	child	plays	___________	rather	than	with	peers.	
• Associative	play	occurs	when	the	target	child	plays	with	other	children	by	
____________materials	or	talking	to	each	other.	All	the	members	engage	in	similar	
activity.	There	is	no	____________	of	labor,	and	no	organization	of	the	activity	around	
materials,	goal,	or	product.	The	children	do	not	_____________their	individual	
interests	to	that	of	the	group.
• Cooperative	play	occurs	when	the	target	child	plays	in	a	group	that	is	organized	for	the	
purpose	of	_____________	specific	_________	such	as	the	making	of	a	material	
product,	striving	to	attain	a	competitive	goal,	dramatizing	situations	or	playing	
_____________________.	
Abstract	Conceptualization:	Social	Play
• Onlooker	behavior	occurs	when	the	target	child	___________	others	at	play	but	
does	not	___________	with	other	children.	The	child	may	talk	to	the	other	
children,	ask	questions	or	give	suggestions,	but	does	not	overtly	
___________into	play.	The	child	stands	or	sits	within	speaking	distance	from	
peers.	
• Unoccupied behavior	occurs	when	the	target	child	is	not	___________,	but	
occupies	him- or	herself	with	watching	anything	that	is	of	
_____________interest.	The	child	may	play	with	his	or	her	own	________,	get	on	
and	off	chairs,	stand	around,	follow	the	teacher	or	sit	in	one	spot	while	glancing	
around.	
• Solitary	play	occurs	when	the	target	child	plays	_________,	and	is	uninterested	
in	or	_____________of	what	others	are	doing.	The	child	plays	independently	
with	toys	that	are	_________________from	those	used	by	the	nearby	peers	
without	reference	to	what	they	are	doing.	
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(Eye	Protector	
Pro,	n.d.)
Break
Active	Experimentation:	
Picture	Analysis
• What	social	play	category	does	this	picture	
depict?
• Onlooker
• Unoccupied
• Solitary	play
• Parallel	play
• Associative	play
• Cooperative	play
(Crews,	n.d.)
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Active	Experimentation:	
Picture	Analysis
• What	social	play	category	does	this	picture	
depict?
• Onlooker
• Unoccupied
• Solitary	play
• Parallel	play
• Associative	play
• Cooperative	play
(Middlesex	Health	Unit,	2015)
Active	
Experimentation:	
Picture	Analysis
• What	social	play	
category	does	this	
picture	depict?
• Onlooker
• Unoccupied
• Solitary	play
• Parallel	play
• Associative	play
• Cooperative	play
(Wells,	2016)
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Active	
Experimentation:	
Picture	Analysis
• What	social	play	
category	does	this	
picture	depict?
• Onlooker
• Unoccupied
• Solitary	play
• Parallel	play
• Associative	play
• Cooperative	play
(Hands	Full	of	Grass,	2013)
Active	
Experimentation:	
Picture	Analysis
• What	social	play	
category	does	this	
picture	depict?
• Onlooker
• Unoccupied
• Solitary	play
• Parallel	play
• Associative	play
• Cooperative	play
(Early	Childhood	Development	Agency,	2014)
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Active	
Experimentation:	
Picture	Analysis
• What	social	play	
category	does	this	
picture	depict?
• Onlooker
• Unoccupied
• Solitary	play
• Parallel	play
• Associative	play
• Cooperative	play
(Muhs,	2015)
Active	Experimentation:	Discussion
• Research	shows	that	early	childhood	educators	believe	in	the	importance	
of	social	play,	but	they	report	lack	of	in-service	training	focusing	on	how	
they	can	support	social	play	effectively	in	the	classroom	(Vu	et	al.,	2015).	
• What	do	you	think	are	the	challenges	in	facilitating	social	play	in	your	
classrooms?	
• Research	shows	that	teachers	and	parents	report	concerns	about	
academic	aspects	(e.g.	literacy	skills)	in	kindergarten	readiness	for	
preschoolers	(Hatcher	et	al.,	2012).	
• How	would	you	respond	to	a	colleague	or	parent	who	may	want	more	
academic-based	learning	at	the	expense	of	play-based	learning	in	
preschool?	
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Conclusion
• Recap
• Benefits	and	value	of	play
• Parten’s (1932)	six	sequential	categories	of	social	play	
development
• Preview	of	next	session
• Research	shows	that	teachers	need	to	have	a	strong	foundation	
and	understanding	of	the	value	of	play	for	development	and	
learning	(Ashiabi,	2007),	which	in	turn	will	enable	them	to	engage	
in	intentional	and	reflective	practice	for	social	play	facilitation.	
Questions	&	Comments
?	?	
?	 …
…
…
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Notes
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
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Session	2
What	is	intentional	
and	Reflective	
Practice?	How	Can	I	
Use	it	to	Assess	My	
Students’	Play	Needs?
Agenda
• Introduction
• Recap	of	last	week’s	session
• Learning	objectives
• Concrete	experience
• Reflective	observation
• Abstract	conceptualization
• BREAK
• Abstract	conceptualization	con’t
• Active	experimentation
• Conclusion
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Recap
• Benefits	of	play
• Value	of	play
• Definitions	of	play	and	social	play
• Parten’s (1932)	development	of	social	play
Learning	Objectives
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
define	intentional	and	reflective	practice	with	100%	accuracy	as	
measured	through	a	true/false	format	quiz	(i.e.	must	score	5/5	on	the	
quiz).		
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	use	a	
flowchart	to	guide	their	decision	making	process	in	selecting	the	just-
right	support	to	facilitate	social	play	in	3/3	case	vignettes.		
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Pre-test	Questionnaire
• At	this	time,	please	complete	the	pre-test	questionnaire	that	will	be	
distributed	to	you.	
Concrete	Experience
• Please	read	through	these	three	vignettes	and	describe	what	you	think	or	
believe	the	teacher	or	educator	should	do to	meet	the	children’s	play	needs.	
1. A	child	stands	for	many	seconds	watching	two	peers	building	with	blocks.	
She	makes	no	movement	to	use	these	materials	nor	does	she	speak.	She	
smiles	briefly	when	a	peer	talks	to	her	but	she	continues	watching.	
2. A	child	stands	in	a	dramatic	play	center	that	has	been	fashioned	into	an	ice	
cream	stand.	She	attempts	to	join	two	active	peers	behind	the	cardboard	
stand,	who	are	serving	other	children	make	believe	cups	of	ice	cream.	
However,	the	two	active	peers	do	not	notice	her.	
3. A	group	of	three	children	are	working	together	at	the	art	table	creating	a	
collage	by	dividing	the	labor	with	one	child	finding	pictures	to	cut	from	the	
magazine,	one	child	cutting	and	one	child	pasting	the	pictures.	
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Reflective	Observation
• Let	us	reflect	on	our	own	values,	experiences	and	beliefs	with	regards	
to	appropriate	teacher	responses	to	the	vignettes	and	the	additional	
insights	we	gained	from	our	group	brainstorming	session.
What	do	I	think	
are	appropriate	
responses?	How	
am	I	feeling	
about	these	
responses?
How	would	
others	respond	
to	these	
vignettes?	How	
do	others	feel	
about	these	
responses?
How	does	this	
reflective	
process	
inform,	change	
and/or	renew	
my	
perspective?
Abstract	Conceptualization:	Intentional	&	
Reflective	Practice
• Intentional	and	reflective	practice means	that	teachers	will	observe	
and	interpret	children’s	_________________	as	well	as	the	
____________of	the	play	group,	____________	and	___________	
before	deciding	the	strategies	they	will	implement	to	provide	the	
__________________support	to	facilitate	social	play	(Trawick-Smith,	
1998;	Trawick-Smith	&	Dziurgot,	2010b).
• Just-right	support means	that	the	teacher	responses	__________	the	
children’s	play	needs	and	leads	subsequent	_____________	play	(i.e.	
play	in	no	need	of	adult	support).	
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Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
• Trawick-Smith	&	Dziurgot (2010b)	proposed	that	child	play	behaviors	can	
be	categorized	based	on	the	amount	of	needed	adult	guidance.
• Trawick-Smith	&	Dziurgot (2010b)	proposed	that	teacher	responses	to	
children’s	play	needs	can	be	categorized	into	four	levels	of	guidance.	
• Good-fit	interactions	lead	to	more	independent	subsequent	play	for	the	
children.	
Child Play	Needs Adult Supports
Independent	
subsequent	play
Much	need Direct	adult	guidance
Some	need Indirect	adult	guidance
No	need Observation
Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
• Children’s	play	needs	and	adult	supports	(Trawick-Smith	&	Dziurgot,	
2010b):
• Much	need:	These	children	cannot	proceed	with	a	________,	role	
enactment,	___________________,	daily	routine	or	problem	solving	
and/or	these	children	could	_____________________others	or	violate	
class	rules	without	adult	involvement.	
• Direct	guidance:	A	response	to	a	play	behavior	in	which	an	adult	
_________,	demands,	____________________or	in	other	ways	
___________	a	child	to	behave	in	a	certain	way,	and/or	in	which	the	
adult	___________	a	task	for	the	child.	
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Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
• Children’s	play	needs	and	adult	supports	(Trawick-Smith	&	Dziurgot,	2010b):
• Some	need:	These	children	can	proceed	independently	but	show	
difficulty	in	____________________________,	problem	solving,	
completing	task,	or	maintaining	___________________________with	
__________	and	materials.	Their	behaviors	could	be	_____________,	
focused	or	made	more	__________	through	adult	involvement.	
• Indirect	guidance:	A	response	to	a	play	behavior	in	which	an	adult	
_________	and/or	enhances	a	child’s	activity	without	_______________,	
directly	asking	for,	or	in	other	ways	_____________	a	specific	play	action	
or	content,	and	in	which	the	child	is	able	to	remain	fully	in	_________of	
the	play.	
Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
• Children’s	play	needs	and	adult	supports	(Trawick-Smith	&	Dziurgot,	
2010b):
• No	need:	These children can	proceed	independently	at	play	activities	
that	are	______________,	_____________,	and	when	peers	are	
present,	_________.	Adult	involvement would	clearly	not	enhance	play	
activities.	
• Observation:	A	response	to	play	in	which	an	adult	__________the	
behaviors	of	a	child	for	at	least	____________without	intervening.
• Observation	differs	from	no	interaction:	A	response	to	play	in	which	an	
adult	does	not	interact,	_______________________________,	with	the	
child	and	does	not	watch	the	child	continuously	for	more	than	five	
seconds.	
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(Multitable,	2017)
Break
Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
• Possible	manifestations	of	social	play	in	MUCH	NEED	or	SOME	NEED	of	support	
include	the	following	(Trawick-Smith	&	Dziurgot,	2010b):
• Listening,	watching	or	showing	interest	in	peer’s	play	without	
____________
• Showing	persistent	____________	play
• Making	_______________	verbal	or	other	contact	with	peers	in	a	play	
group
• Showing	an	object	to	a	peer	or	adult	without	_____________
• Showing	_____________	in	joining	peers	in	play
• Trying	______________	to	join	the	play	of	peers
• Engaging	only	___________in	play	while	______________nearby	peers
• Failing	to	___________________________a	peer’s	attention
• Responding	to	peers	only	with	simple	________________________
• Showing	difficulty	__________________	ideas	_____________
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Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
Direct	adult	guidance
• ______________	a	child	on	what	
behaviors	to	perform	in	play
• _______________	play	roles	or	
tasks
• _______________	a	completely	
new	play	activity	or	theme
• _________________	children	or	
guiding	their	hands
Indirect	adult	guidance
• _______________	play	options
• ________________	or	setting	play	
materials	or	environment	to	
enhance	play
• _________________a	child	to	join	
peers	in	play
• __________________	conversation	
or	interaction	between	two	or	
more	children
Trawick-Smith	&	Dziurgot (2010b)
Abstract	Conceptualization:	Matching	Child	
Play	Needs	and	Adult	Supports
Observation
• ________________	play
• ________________	play
No	interaction
• _____________	to	another	
___________
• _______________	other	parts	of	
the	classroom
• ________________	to	another	
child
• Performing	
___________________tasks
Trawick-Smith	&	Dziurgot (2010b)
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Active	Experimentation:	Flowchart
• Working	in	pairs,	use	the	following	flowchart	to	help	you	engage	in	
intentional	and	reflective	practice.
• An	enlarged	copy	will	be	distributed.	
Observation/assessm
ent	of	children's	social	
play	needs		
Reflection:	How	much	
guidance	is	needed?
Would	this	child	
engage	fully	in	play	
activity	and/or	play	
safely	without	adult	
involvement?
No
Child	in	much	need	of	
adult	guidance
Direct	adult	guidance
Can	this	child	
continue	
independently	with	
this	play	safely	in	
compliance	with	
rules?
Yes
Child	in	no	need	of	
adult	guidance
Observation
No
Child	in	some	need	of	
adult	guidance
Indirect	adult	
guidance
Is	there	a	specific	way	
in	which	this	child	can	
benefit	from	adult	
involvement?
Yes
Child	in	some	need	of	
adult	guidance
Indirect	adult	
guidance
No
No	need	of	adult	
guidance
Observation
Choose	social	play	
facilitation	strategies	
from	professional	
"toolbox"
Adult	interactions	in	
social	play
Poor	fit:	Observe	and	
alter	interactions
Go	back	to	
"Reflection"
Good	fit:	Withdraw	or	
observe
Play	in	no	need	of	
adult	support
Trawick-Smith	&	Dziurgot (2010b)
Active	Experimentation:	Using	the	Flowchart
• Using	the	flowchart,	determine	the	child’s	play	needs	and	appropriate	
teacher	responses for	just-right	support	based	on	the	three	vignettes	
presented	at	the	beginning.
1. A	child	stands	for	many	seconds	watching	two	peers	building	with	
blocks.	She	makes	no	movement	to	use	these	materials	nor	does	she	
speak.	She	smiles	briefly	when	a	peer	talks	to	her	but	she	continues	
watching.	
• What	are	the	child’s	play	needs?
• How	should	the	teacher	respond	to	provide	just-right	support?
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Active	Experimentation:	Using	the	Flowchart
• Using	the	flowchart,	determine	the	child’s	play	needs	and	appropriate	
teacher	responses for	just-right	support	based	on	the	three	vignettes	
presented	at	the	beginning.
2. A	child	stands	in	a	dramatic	play	center	that	has	been	fashioned	into	an	
ice	cream	stand.	She	attempts	to	join	two	active	peers	behind	the	
cardboard	stand,	who	are	serving	other	children	make	believe	cups	of	
ice	cream.	However,	the	two	active	peers	do	not	notice	her.	
• What	are	the	child’s	play	needs?
• How	should	the	teacher	respond	to	provide	just-right	support?
Active	Experimentation:	Using	the	Flowchart
• Using	the	flowchart,	determine	the	child’s	play	needs	and	appropriate	
teacher	responses for	just-right	support	based	on	the	three	vignettes	
presented	at	the	beginning.
3. A	group	of	three	children	are	working	together	at	the	art	table	creating	
a	collage	by	dividing	the	labor	with	one	child	finding	pictures	to	cut	
from	the	magazine,	one	child	cutting	and	one	child	pasting	the	
pictures.	
• What	are	the	child’s	play	needs?
• How	should	the	teacher	respond	to	provide	just-right	support?
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Active	Experimentation:	Discussion
• Research	shows	that	teachers	reported	difficulties	sharing	their	
attention	with	many	children	(Singer	et	al.,	2014).	
• What	do	you	think	are	the	challenges	in	engaging	in	intentional	
and	reflective	practice	in	your	classroom?	How	can	you	mitigate	
those	challenges?	
• In	your	opinion,	are	there	any	missing	steps	or	information	in	the	
flowchart?	
• Please	elaborate.
Conclusion
• Recap
• Intentional	and	reflective	practice
• Just-right	support:	Matching	a	child’s	play	needs	with	appropriate	
adult	support/guidance
• Preview	of	next	session
• Research	shows	that	it	is	important	for	teachers	to	develop	an	
intentional	and	reflective	practice	to	deepen	analytical	skills	and	
prepare	them	to	use	this	kind	of	reflection	as	a	consistent	part	of	
their	observation	and	intervention	planning	process (Chalufour et	
al.,	2003).	
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Questions	&	Comments
?	?	
?	 …
…
…
Notes
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
  
217 
 
 
  
References
• Chalufour,	I.,	Drew,	W.	F.,	&	Waite-Stupiansky,	S.	(2003).	Learning	to	play	again:	A	constructivist	workshop	for	adults.	Retrieved	November	22,	2016	from	
https://www.naeyc.org/files/yc/file/200305/ConstructWorkshops_Chalufour.pdf
• Jay,	J.	K.,	&	Johnson,	K.	L.	(2002).	Capturing	complexity:	A	typology	of	reflective	practice	for	teacher	education.	Teaching	and	Teacher	Education,	18(1),	73-85.	doi:	10.1016/S0742-051X(01)00051-8
• Kolb,	D.	A.	(1984).	Experiential	learning:	Experience	at	the	source	of	learning	and	development.	Upper	Saddle	River,	NJ:	Prentice	Hall.	
• Ladd,	G.	W.	(2008).	Social	competence	and	peer	relations:	Significance	for	young	children	and	their	service	providers.	Early	Childhood	Services,	2(3),	129-148.	Retrieved	from	
https://www.pluralpublishing.com/journals_ECS.htm
• Multitable.	(2017,	February).	Stay	comfortable	at	your	standing	desk	with	simple	stretches	[Online	image].	Retrieved	24	February	2017	from https://www.multitable.com/stay-comfortable-at-
your-standing-desk-with-simple-stretches/
• Singer,	E.,	Nederend,	M.,	Penninx,	L.,	Tajik,	M.,	&	Boom,	J.	(2014).	The	teacher’s	role	in	supporting	young	children’s	level	of	play	engagement.	Early	Child	Development	and	Care,	184(8),	1233-1249.	
doi:	10.1080/03004430.2013.862530
• Stanton-Chapman,	T.	L.	(2015).	Promoting	positive	peer	interactions	in	the	preschool	classroom:	The	role	and	the	responsibility	of	the	teacher	in	supporting	children’s	sociodramatic	play. Early	
Childhood	Education	Journal,	43(2),	99-107.	Retrieved	from	http://search.proquest.com.ezproxy.bu.edu/docview/1697503015?accountid=9676
• Trawick-Smith,	J.	(1998).	Why	play	training	works:	An	integrated	model	for	play	intervention.	Journal	of	Research	in	Childhood	Education,	12(2),	117-129.	doi:	10.1080/02568549809594878
• Trawick-Smith,	J.,	&	Dziurgot,	T.	(2010b).	Untangling	teacher-child	play	interactions:	Do	teacher	education	and	experience	influence	“good-fit”	responses	to	children’s	play?	Journal	of	Early	
Childhood	Teacher	Education,	31(2),	106-128.	doi:	10.1080/10901021003781148
  
218 
 
 
 
 
 
 
 
 
 
 
 
Session	3
How	Can	I	Set	Up	a	
Developmentally	
Appropriate	Play	
Environment?
Agenda
• Introduction
• Recap	of	last	week’s	session
• Learning	objectives
• Concrete	experience
• Reflective	observation
• Abstract	conceptualization
• BREAK
• Active	experimentation
• Conclusion
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Learning	Objectives
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
identify	environmental	supports	and	barriers	that	facilitate	or	hinder	
social	play	with	100%	accuracy	as	measured	through	a	true/false	
format	quiz	(i.e.	must	score	5/5	on	the	quiz).	
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
accurately	match	selection	and	arrangement	of	play	materials	with	
child	characteristics	in	at	3/3	case	vignettes.
Recap
• Intentional	and	reflective	practice
• Just-right	support
• Trawick-Smith	&	Dziurgot (2010b)’s	goodness	of	fit	interactions
• Children	who	are	in	much	need	of	play	support	benefit	from	direct	
adult	guidance.
• Children	who	are	in	some	need	of	play	support	benefit	from	
indirect	guidance.
• Children	who	are	in	no	need	of	play	support	benefit	from	
observation.	
Pre-test	Questionnaire
• At	this	time,	please	complete	the	pre-test	questionnaire	that	will	be	
distributed	to	you.	
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Concrete	Experience
Environmental	
factors	that	may	
SUPPORT	social	
play
Environmental	
factors	that	may	
HINDER	social	play
Reflective	Observation
• Let	us	reflect	on	our	own	values,	experiences	and	beliefs	with	regards	to	
environmental	factors	that	support	or	hinder	social	play	and	the	additional	
insights	we	gained	from	our	group	brainstorming	session.	
What	do	I	think	
are	
environmental	
supports	vs.	
barriers	in	social	
play?	How	do	I	
feel	about	them?
What	do	others	
view	as	
environmental	
supports	vs.	
barriers	in	social	
play?	How	do	
others	feel	about	
them?
How	does	
this	reflective	
process	
inform,	
change	
and/or	
renew	my	
perspective?
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Abstract	Conceptualization:	Environmental	
Supports	to	Social	Play
• Time
• Free	play	periods	should	last	________	minutes	for	preschoolers	as	during	
longer	play	periods,	more	children	engage	in	___________	and	
____________play	whereas	during	shorter	play	periods,	most	children	
engage	in	__________and	__________play	(Tarman &	Tarman,	2011).	
• Experience	and	choice
• The	__________	the	children’s	experiences	are,	the	more	likely	they	are	to	
__________	on	interesting	themes	in	play	(Tarman &	Tarman,	2011).	Teachers	
can	help	children	build	new	experiences	by	reading	books,	watching	videos,	
taking	field	trips,	etc.	
• Besides	building	on	children’s	experiences,	teachers	can	enable	children	to	
make	choices	of	play	themes	based	on	their	____________by	using	
_____________________	materials.	
Abstract	Conceptualization:	Environmental	
Supports	to	Social	Play
• Types	of	play	materials
• Parten (1932)	found	that	_______and	_______	had	the	highest	social	value	as	
they	were	associated	with	_______________	play.	
• Other	“social”	play	materials	include	balls,	__________________,	housekeeping	
materials,	puppets	and	_______	vehicles	(Martin	et	al.,	1991).	
• Duplo	bricks	and	Rainbow	people	inspired	higher	quality	play	behaviors	than	
other	toys	as	they	are	both	________________,	allowing	children	to	be	
___________	in	their	play	(Trawick-Smith	et	al.,	2015).	
• Proximity
• Fleer	(2015)	found	that	when	teachers	were	in	_______	physical	proximity	to	
children,	they	had	more	opportunities	to	support	play.	
• Singer	and	colleagues	(2014)	found	that	_______________	teacher	proximity	
was	associated	with	_______	play	engagement.
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Abstract	Conceptualization:	Environmental	
Hindrances	to	Social	Play
• Child	care	centre quality
• It	has	been	found	that	children	in	___________________________child	care	
center	engaged	in	_______	complex	peer	play	and	developed	complex	peer	
play	forms	at	_______	ages	than	children	in	__________________quality	child	
care	center	(Howes	&	Matheson,	1992).
• Adult	to	child	ratio
• ______	adult	to	child	ratio	may	act	as	a	barrier	to	social	play	facilitation	on	the	
part	of	the	teacher	(Kemple et	al.,	1997;	File	&	Kontos,	1993).	
__________reported	difficulties	sharing	their	attention	with	many	children	
(Singer	et	al.,	2014).
• Types	of	play	materials
• “Isolate”	toys	include	__________,	peg	board,	__________________,	play	
doh,	parquetry	and	library	materials	(Martin	et	al.,	1991).
Abstract	Conceptualization:	Environmental	
Hindrances	to	Social	Play
• Disabilities
• Preschoolers	with	disabilities	may	need	______________	support	from	teachers	
to	engage	in	social	play	due	to	difficulties	in	___________________________,	
_____________________	and	possible	developmental	delays	(Suhonen et	al.,	
2015).	
• Recchia and	Soucacou (2006)	found	that	early	childhood	special	education	
teachers	used	specific	strategies	to	support	the	social	behaviors	of	children	with	
disabilities.	
• ________,	_______________responsive	interventions
• ____________	children’s	feelings	to	create	_________emotional	connections	
• Set	up	activities	that	encouraged	______	levels	of	peer	interaction,	engaged	
in	children’s	play	to	help	them	__________	and	__________	positive	
interactions	with	peers,	and	___________	what	children	needed	to	do	to	
promote	positive	social	interaction	with	peers
• Promoted	positive	_____________________by	speaking	for	the	children	in	
order	to	explain	their	_______________	behaviors	to	others	or	
____________appropriate	social	responses
  
223 
 
 
 
 
 
Abstract	Conceptualization:	Moderators
• Child	characteristics
• Trawick-Smith	et	al.	(2015):	Five	toys	(bristle	blocks,	Duplo	bricks,	Lincoln	
logs,	measure	up!	Cups,	Rainbow	people)	scored	higher	on	play	quality	
when	_______	played	with	them	and	one	toy	(tree	blocks)	scored	higher	on	
play	quality	when	_______	with	played	with	it.	
• Besides	__________,	race	and	socioeconomic	status	may	also	moderate	
play	quality	of	certain	toys.	
• Exposure	to	play	materials
• Trawick-Smith	et	al.	(2015)	found	that	most	toys	inspired	the	highest	
quality	and	frequency	of	play	on	the	_______	or	_______	day	that	they	
were	available	to	children,	suggesting	that	________	toys	are	more	
attractive	to	children	and	inspired	_________	quality	play.
(Wellness	for	Life	Chiropractic,	
2015)
Break
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Active	Experimentation:	Play	Space	Design
• Working	in	pairs,	given	the	following	information	about	these	
hypothetical	children	in	a	classroom	and	the	materials/toys	as	well	as	
personnel	that	you	have	at	your	disposal,	design	your	own	play	space	
that	would	facilitate	social	play.	
• An	enlarged	copy	of	the	play	space	will	be	distributed.	
• Think	about	which	play	materials/toys	you	would	select,	where you	
would	place	them,	and	where	you	would	station	the	teacher.	
Active	Experimentation:	Play	Space	Design
• Sarah	and	Anna	are	four-year	old	typically	
developing	girls	who	love	to	play	dress	up.	The	
following	play	materials/toys	are	available:	
Duplo	bricks,	tree	blocks,	waitress	and	chef	
costumes,	art	materials,	paper,	and	kitchen	
utensils.	There	is	a	head	teacher	and	an	
assistant	teacher	in	the	classroom.	
• Which	play	materials/toys	will	you	select?
• Where	will	you	place	the	materials/toys?
• Where	will	you	station	the	teacher?
Adapted	from	Kaplan	(2017)	
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• Jack	and	Henry	are	three-and-a-half-year-old	
boys	who	are	typically	developing.	Jack	loves	to	
play	with	train	while	Henry	loves	building	train	
tracks.	The	following	play	materials/toys	are	
available:	toy	cars,	toy	trains	and	tracks,	tree	
blocks,	magnatiles,	pretend	foods,	and	play	doh.	
The	assistant	teacher	just	stepped	out,	and	you	
are	the	only	teacher	in	the	classroom	at	the	
moment.	
• Which	play	materials/toys	will	you	select?
• Where	will	you	place	the	materials/toys?
• Where	will	you	station	the	teacher? Adapted	from	Kaplan	(2017)	
Active	Experimentation:	Play	Space	Design
• A	class	recently	went	on	a	trip	to	the	zoo.	The	
following	play	materials/toys	are	available:	
peg	puzzles,	various	sizes	of	stuffed	animals,	
king	and	queen	costumes,	arts	&	crafts	
materials,	paper,	and	Duplo	bricks.	There	is	a	
head	teacher,	student	teacher	and	an	
assistant	teacher	in	the	classroom.	
• Which	play	materials/toys	will	you	
select?
• Where	will	you	place	the	materials/toys?
• Where	will	you	station	the	teacher? Adapted	from	Kaplan	(2017)	
Active	Experimentation:	Play	Space	Design
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Active	Experimentation:	Discussion
• Can	you	suggest	three	low-cost	or	no-cost	play	materials	that	are	easily	
obtainable?	
• How	would	you	use	these	materials	creatively	in	constructive	play	and	in	
pretend	play	for	groups	of	preschool-aged	children?	
• Research	shows	that	preschool-aged	children	with	disabilities	may	need	
increased	support	from	teachers	to	engage	in	social	play	due	to	difficulties	in	
social	communication,	self-regulation	and	possible	developmental	delays	
(Suhonen et	al.,	2015).	We	discussed	several	strategies	to	address	this	issue	in	
today’s	session	such	as	modelling.	
• Can	you	share	strategies	you	have	used	to	facilitate	social	play	between	a	
typically	developing	preschooler	and	a	preschooler	with	a	disability?	
Conclusion
• Recap
• Environmental	supports	vs.	hindrances	in	facilitating	social	play
• Environmental	factors	that	should	be	considered	in	setting	up	a	play	space	to	
facilitate	social	play
• Preview	of	next	session
• Research	shows	that	it	is	vital	for	teachers	to	consider	the	selection	and	
arrangement	of	materials that	promote	social	interactions	while	considering	child	
characteristics	in	toy	selection	(Tarman &	Tarman,	2011;	Trawick-Smith	et	al.,	2015;	
Martin	et	al.,	1991).	
• Being	mindful	of	how	child	characteristics	may	impact	material	selection	in	social	
play	facilitation	illustrates	the	importance	of	being	child-centred,	which	is	in	line	with	
the	theory	of	scaffolding	to	be	discussed	at	the	next	session.	
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Questions	&	Comments
?	?	
?	 …
…
…
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Session	4
How	Can	I	Develop	a	
“Professional	
Toolbox”	of	Strategies	
to	Facilitate	Social	
Play?
Agenda
• Introduction
• Recap	of	last	week’s	session
• Learning	objectives
• Concrete	experience
• Reflective	observation
• Abstract	conceptualization
• BREAK
• Active	experimentation
• Conclusion
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Recap
• Environmental	factors	that	should	be	considered	in	setting	up	a	play	
space	to	facilitate	social	play
• Supports:	time,	experience	and	choice,	play	materials	with	high	
social	value,	physical	proximity
• Hindrances:	minimally	adequate	child	care	centre quality,	low	
adult	to	child	ratio,	“isolate”	types	of	play	materials,	disabilities
Learning	Objectives
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
distinguish	facilitative	and	precarious	roles	in	social	play	facilitation	
with	100%	accuracy	(i.e.	must	score	5/5	on	a	multiple	choice	quiz	
with	4-choice	options).
• By	the	end	of	this	workshop	session,	participants	will	be	able	to	
create	their	own	“professional	toolbox”	consisting	of	least	5	strategies	
grounded	in	the	theory	of	scaffolding	to	facilitate	social	play.	
Pre-test	Questionnaire
• At	this	time,	please	complete	the	pre-test	questionnaire	that	will	be	
distributed	to	you.	
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Concrete	Experience
• Naturalistic	intervention	strategies:	approaches	that	use	typical	
routines	and	activities	in	natural	environments	as	the	teaching	
context	(Stanton-Chapman	&	Hadden,	2011)	and	that	match	
children’s	interests	and	actions	(Kohler	et	al.,	2001)	to	encourage	peer	
interactions.	
• Teaching	opportunities	that	occur	during	ongoing	classroom	
activities
• Individual	teaching	interactions	that	are	brief	and	distributed	over	
time
• Instructional	goals	that	are	specified
• Instruction	that	results	in	access	to	naturally	occurring	
consequences	and	feedback
Concrete	Experience
Naturalistic	intervention	
strategies
Reflective	Observation
• Let	us	reflect	on	our	own	values,	experiences	and	beliefs	with	regards	
to	naturalistic	intervention	strategies	to	facilitate	social	play,	and	the	
additional	insights	we	gained	from	our	group	brainstorming	session.	
What	do	I	
think	are	as	
naturalistic	
intervention	
strategies	to	
facilitate	social	
play?	How	do	I	
feel	about	
them?
What	do	others	
view	as	
naturalistic	
intervention	
strategies	to	
facilitate	social	
play?	How	do	
others	feel	about	
these	strategies?
How	does	this	
reflective	
process	
inform,	
change	and/or	
renew	my	
perspective?
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10-minute	Break
(WorkSafe BC,	2009)
Break
Abstract	Conceptualization:	Naturalistic	
Intervention	Strategies
• Physical	naturalistic	teaching	strategies	(Meadan et	al.,	2012;	Kohler	et	
al.,	2001):	
• Using	novel	materials:	Incorporate	materials	that	are	
_________and/_________into	the	activity.	These	materials	may	be	
items	in	which	the	child	has	shown	a	_________	interest.	These	
materials	can	__________the	child’s	interest	to	communicate	and	
socially	interact	with	others.	
• Joining	the	activity:	The	teacher	joins	the	activity	and	engages	in	play-
related	actions	and	themes	with	the	children.	The	teacher	can	
facilitate	interaction	between	the	two	children	by	
___________________,	____________or	__________________	
materials.
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Abstract	Conceptualization:	Naturalistic	
Intervention	Strategies
• Physical	naturalistic	teaching	strategies	(Meadan et	al.,	2012;	Kohler	et	al.,	
2001):	
• Inviting	the	child	to	make	choices:	The	teacher	invites	the	child	to	make	
choices	about	desired	actions	and/or	materials	through	_____________	or	
______________	overtures	(e.g.	holding	out	a	container	of	markers).	When	
a	teacher	invites	the	child	to	make	a	____________between	several	
materials	or	actions,	he/she	engages	him	in	social	interaction.
• Using	incidental	strategies:	Place	items	out	of	________,	block	the	child’s	
_________	to	desired	items,	manipulate	the	materials	and	act	in	ways	that	
violate	the	child’s	________________	(i.e.	use	materials	______________or	
respond	to	child’s	overtures	in	an	______________	way).	When	a	teacher	
manipulates	the	environment	and	does	things	that	do	not	follow	typical	
routines,	this	encourages	children	to	__________	or	initiate	conversation.
Abstract	Conceptualization:	Naturalistic	
Intervention	Strategies
• Social	naturalistic	teaching	strategies	(Meadan et	al.,	2012;	Kohler	et	al.,	2001):	
• Using	comments	and	questions:	The	teacher	uses	comments	and	questions	to	
facilitate	the	child’s	interest	and/or	play-related	talk.	When	a	teacher	uses	
______________	language	and	verbal	prompts,	he/she	____________	children	
to	___________	respond	and	become	socially	engaged	with	a	task.
• Requiring	expanded	talk:	Respond	to	the	child’s	talk	in	a	manner	that	generates	
_____________.	When	a	teacher	uses	_______-ended	questions	to	elicit	more	
explanation	and	elaboration	from	the	child	about	the	activity	engaged	in,	the	
child	_________	on	his/her	communication.	
• Inviting	interaction	with	peers:	The	teacher	encourages	interaction	with	other	
children	by	__________	the	child’s	attention	to	peers	or	__________peers	to	
direct	overtures	to	the	focal	child.	When	a	teacher	is	alert	to	available	peer	
opportunities,	he/she	can	_________	a	child	to	________peers	in	an	ongoing	
activity.
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Abstract	Conceptualization:	Teacher	Roles
• Teachers	have	a	key	facilitative	role	in	fostering	play	when	they	involve	
________________children’s	play	in	a	developmentally	appropriate	level	
based	on	the	children’s	needs	(Tarman &	Tarman,	2011).	
• Precarious	roles,	on	the	other	hand,	may	have	a	____________effect	on	
children’s	play.
Onlooker
Stage	manager
Co-player
Play	leader
Uninvolved
Director
Fa
cil
ita
tiv
e
Precarious
Abstract	Conceptualization:	Facilitative	
Teacher	Roles
• Onlooker:	The	teacher	watches	and	listens	to	children’s	play.	As	an	
____________and	____________,	the	teacher’s	interest	is	in	
_____________	play	and	how	to	build	appropriate	experiences	that	
will	__________	children’s	learning	and	development.	Observation	
can	lead	to	__________	into	how	to	plan	for,	initiate	and	extend	
children’s	play	(Ashiabi,	2007).
• Stage	manager:	As	a	stage	manager,	a	teacher	can	facilitate	play	by	
____________and	providing	play	____________,	designating	a	play	
________,	scheduling	______for	play,	setting	_________,	deciding	
what	activities	constitute	play	and	relating	to	play	while	in	progress	
(Ashiabi,	2007).
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Abstract	Conceptualization:	Facilitative	
Teacher	Roles
• Co-player:	The	teacher	acts	as	a	play	partner	by	actively	____________	in	
children’s	play,	modelling	_______and	offering	________	to	enhance	play	and	
support	children’s	growth	(Ashiabi,	2007).
• Play	leader:	The	teacher	gives	________suggestions	or	explicit	demonstration	
to	enrich	and	extend	play.	The	teacher	may	support	the	child	in	__________	a	
play	activity,	provide	behavior	regulation	to	compliment	and	stimulate	
_____________	behavior	while	preventing	and	stopping	
_____________behavior,	provide	structure	of	physical	and	social	environment	
by	suggesting	play	objects	that	elicit	_________play	activities	and/or	available	
peers	(Singer	et	al.,	2014).	
• Adults	often	switch	to	this	role	when	children	have	difficulty	getting	play	
__________on	their	own	or	when	an	ongoing	play	episode	is	
____________.
Abstract	Conceptualization:	Precarious	
Teacher	Roles
• Uninvolved:	The	teacher	does	not	pay	____________	to	children’s	play	and	
does	not	_________	play.	Without	teacher	involvement	in	play,	some	children	
may	resort	to	______________	play	with	materials	and/or	their	peers	(Stanton-
Chapman,	2015).	
• Possible	reasons	why	teachers	do	not	get	involved	in	children’s	play	include	
_____________demands	or	duties	and	belief	that	adult	participation	may	
_______________	children’s	play	(Tarman &	Tarman,	2011).
• Director:	The	teacher	takes	over	_________of	play.	When	teachers	take	over	
control	of	play	unnecessarily,	they	may	__________children’s	play	(Tarman &	
Tarman,	2011).	
• A	teacher	may	take	on	the	role	of	director	due	to	competing	___________	
tasks	(Tarman &	Tarman,	2011).
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Active	Experimentation:	Professional	“Toolbox”
	
Adapted	from	http://www.toolboxforeducation.com/resources/ToolBoxForEducation_Logo.jpg	
	
	
Strategy	1
Strategy	2
Strategy	3
Strategy	4
Strategy	5
• Create	your	own	
“professional	toolbox”	of	at	
least	5	preferred	strategies	to	
facilitate	social	play.	
• Select	the	strategies	that	you	
believe	would	suit	your	
classroom’s	needs.
• An	enlarged	handout	will	be	
provided.
Adapted	from	Lowe’s	(n.d.)
Active	Experimentation:	Roleplay
• Working	in	groups	of	three	with	one	individual	taking	on	the	role	of	
the	teacher,	and	the	other	two	individuals	taking	on	the	role	of	
children,	demonstrate	the	facilitative	and	precarious	teacher	roles	in	
social	play	facilitation.	
• Please	take	turns	in	playing	the	various	roles.	
• Vignettes	are	adapted	from	Tarman &	Tarman (2011).
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Active	Experimentation:	Roleplay
• Onlooker:	Several	children	are	playing	in	the	dramatic	play	are	and	
the	teacher	is	watching	them.	Girls	are	busy	wearing	fancy	dresses	
while	the	boys	are	wearing	ties.	The	teacher	asked,	“Where	are	you	
going?”	The	children	said,	“We	are	going	out	to	a	restaurant!”	The	
teacher	responded	to	them,	“You	all	looked	so	beautiful!”
• Teacher
• Girls
• Boys
Active	Experimentation:	Roleplay
• Stage	manager:	Several	children	are	busy	with	playing	in	a	restaurant-themed	
activity.	David	is	pretending	to	be	a	customer.	He	asked	for	pizza.	Nicole	as	the	
chef	said,	“We	do	not	serve	pizza	in	this	restaurant.”	David	asked,	“What	do	you	
have?”	Nicole	started	to	list	what	the	restaurant	serves.	The	teacher	suggested	to	
Nicole	to	make	menus	for	customers.	The	children	agreed	and	asked	the	
teacher’s	help	to	write	the	menu	on	a	piece	of	paper.	The	teacher	asked	them	
what	they	would	like	to	serve	in	their	restaurant	and	wrote	all	the	food	on	a	piece	
of	paper.	The	teacher	also	suggested	making	a	price	list.	Nicole	said,	“Like	a	real	
restaurant!”	After	getting	the	menu	with	the	price	list,	Nicole	put	it	on	the	table	
for	David	and	said,	“Now	you	can	choose	what	you	want	to	eat	from	our	menu.”
• David
• Nicole
• Teacher
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Active	Experimentation:	Roleplay
• Co-player:	Several	children	are	busy	with	playing	in	a	restaurant-themed	activity.	The	teacher	
walked	through	them	and	asked	about	joining	their	play.	The	teacher	sits	at	the	table	and	starts	
to	pretend	to	be	a	customer	and	asked,	“What	is	your	specialty	today?”	Alex	says,	“Macaroni	and	
cheese	and	ice	cream.”	The	teacher	asked	for	a	menu.	Alex	says,	“Sure,	I	will	be	right	back	with	
the	menu!”	Alex	grabs	a	piece	of	paper,	writes	some	letters,	draws	some	shapes	and	gives	the	
paper	to	the	teacher.	While	looking	at	the	menu,	the	teacher	says,	“I	am	so	hungry.	Everything	
on	the	menu	looks	delicious.	Hmm,	I	will	have	the	chicken	nuggets	with	salad	please.”	Alex	says,	
“What	would	you	like	to	drink?”	The	teacher	says,	“Apple	juice	please.”	Alex	says,	“Okay,	let	me	
check	with	Sam	who	is	in	the	kitchen	if	we	have	any	apple	juice	left.”	Alex	goes	to	the	kitchen	
and	returns.	Alex	says,	“Sorry.	No	more	apple	juice	left.	Do	you	want	chocolate	milk?”	The	
teacher	says,	“Okay,	chocolate	milk	is	good.”	Alex	goes	to	the	kitchen	to	help	Sam	cook.	Alex	
brings	a	plastic	plate,	spoon	and	fork;	Alex	puts	a	plastic	chicken	and	lettuce	into	the	plate	and	
gives	the	teacher	a	plastic	cup.	“Here	is	your	food,”	Alex	said.	The	teacher	says,	“Thank	you!”	and	
pretends	to	eat.	
• Alex
• Sam
• Teacher
Active	Experimentation:	Roleplay
• Play	leader:	Nathan	and	Quinn	are	pretending	to	be	mom	and	dad.	They	decide	
to	get	a	baby	doll	to	feed	and	dress.	After	a	while,	they	begin	to	lose	interest	in	
the	baby	doll.	The	teacher	tries	to	extend	their	play.	The	teacher	says	
“Tomorrow	is	the	baby’s	birthday.”	Nathan	then	says,	“Oh	let’s	have	a	party!”	
Quinn	says,	“There	are	lots	of	things	we	need	for	a	party.”	The	teacher	suggests,	
“I	think	we	need	to	bake	a	birthday	cake,	decorate	the	house	and	invite	people	
to	the	party.	Let’s	get	started!	Who	wants	to	help	bake	the	cake?”	Quinn	says,	“I	
want	to!”	Nathan	says,	“I	will	invite	people”	and	begins	to	go	around	the	
classroom	to	invite	his	peers	to	the	party.	Soon	other	children	are	joining.	The	
play	continues.	
• Nathan
• Quinn
• Teacher
  
238 
 
 
 
 
 
 
 
 
Active	Experimentation:	Roleplay
• Uninvolved:	The	children	are	in	the	playground.	The	teacher	starts	a	
conversation	with	an	occupational	therapist	who	is	about	to	pick	up	a	
student.	Alison	looks	at	her	peers	who	are	passing	a	ball	back	and	
forth	in	a	circle,	but	does	not	make	any	attempts	to	join	them.	
• Alison
• Teacher
• Occupational	therapist
Active	Experimentation:	Roleplay
• Director:	Jason	and	Lia	are	building	a	zoo.	They	decide	to	use	
rectangular	blocks	for	the	gate	to	the	zoo	with	stuffed	animal	toys	
enclosed.	The	teacher	interrupts	the	children’s	play	to	change	their	
pretend	play	to	a	fine	motor	activity	by	having	them	come	to	the	
writing	table.	The	teacher	instructs	the	children	to	practice	tracing	
their	first	name	in	capital	letters.	
• Jason
• Lia
• Teacher
Active	Experimentation:	Discussion
• Why	are	naturalistic	intervention	strategies	so	well-regarded	in	the	
literature?
• What	are	its	benefits?
• Can	you	think	of	situations	in	which	it	would	be	appropriate	to	shift	
from	one	facilitative	role	to	another?	
• How	would	a	child’s	play	needs	influence	the	facilitative	roles	
that	a	teacher	may	take	on?	
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Conclusion
• Recap
• Naturalistic	intervention	strategies:	physical	and	social
• Teacher	roles:	facilitative	roles	and precarious	roles
• Preview	of	next	session
• Several	studies	reviewed	previously	have	demonstrated	the	benefits	of	
incorporating	coaching	and	feedback	to	help	teachers	apply	what	they	have	
learned	in	a	training	program	more	effectively	in	their	practice	(Meadan et	al.,	
2012;	Howe	et	al.,	2012;	Schepis et	al.,	2003;	&	Kohler	et	al.,	2001).	
• The	purpose	of	the	coaching	and	feedback	session	is	to	assist	you	in	using	the	
strategies	learned	in	the	training	program	more	effectively	in	your	
classrooms.	
• Participants	are	encouraged	to	discuss	any	issues	or	difficulties	in	
implementing	any	of	the	strategies	learned	in	the	training	program	in	the	30-
minutes	individualized	coaching	and	feedback	session	with	facilitator.	
Questions	&	Comments
?	?	
?	 …
…
…
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Notes
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
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Observation/assessment	
of	children's	social	play	
needs		
Reflection:	How	much	
guidance	is	needed?
Would	this	child	engage	fully	
in	play	activity	and/or	play	
safely	without	adult	
involvement?
No
Child	in	much	
need	of	adult	
guidance
Direct	adult	
guidance
Can	this	child	continue	
independently	with	this	
play	safely	in	compliance	
with	rules?
Yes
Child	in	no	need	of	
adult	guidance
Observation
No
Child	in	some	need	of	
adult	guidance
Indirect	adult	
guidance
Is	there	a	specific	way	in	which	
this	child	can	benefit	from	adult	
involvement?
Yes
Child	in	some	
need	of	adult	
guidance
Indirect	adult	
guidance
No
No	need	of	adult	
guidance
Observation
Choose	social	play	
facilitation	strategies	
from	professional	
"toolbox"
Adult	interactions	in	
social	play
Poor	fit:	Observe	and	
alter	interactions
Go	back	to	
"Reflection"
Good	fit:	Withdraw	or	
observe
Play	in	no	need	of	
adult	support
Additional Participant Resources: Intentional and Reflective Practice Flowchart 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Adapted from Trawick-Smith & Dziurgot (2010b) 
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Additional Participant Resources: Play Space Design Sheet 
 
 
Adapted from Kaplan (2017) 
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Adapted	from	http://www.toolboxforeducation.com/resources/ToolBoxForEducation_Logo.jpg	
	
	
Strategy	1
Strategy	2
Strategy	3
Strategy	4
Strategy	5
Additional Participant Resources: Professional “Toolbox” of Strategies 
 
 
  
244 
Appendix D: Program Logic Model 
 
	
Program Title:  “Help Me Play: A Teacher Training Program to Facilitate Social Play in Preschoolers” 
   Inputs         Problem                                               Activities                                                 Outcomes 
    Resources                                      Theory           Outputs          
 
 
 
 
 
 
 
 
 
 
 
 
 
 			
Program Clients 
-Early childhood 
educators or teachers 
who work with 
preschool-aged students 
aged three to five 
-Preschool director and 
assistant director 
 
 
 Program Resources 
-Occupational therapists 
facilitating the program 
-Preschool 
administrators whose 
support is vital in 
program 
implementation 
-Funding from private 
pay and preschool 
organizations 
-Physical space and 
materials for the 
program 
 
 
External/Environmental Factors: (facility issues, economics, public health, politics, community resources, or laws and regulations) 
-Antecedent: Teacher characteristics (education, number of years as teachers, beliefs about social play), geographical location of preschool and accessibility to outdoor play 
thought to promote social play, funding priority, available physical space for training 
-Mediators: Changes in preschool administration, culture, educational policies (e.g. increased focus on academics at the expense of support and time for play) and 
competing professional development opportunities for teachers 
Nature of the Problem 
-Limited evidence-based, 
occupation- and client-
centered training programs 
to improve the ability of 
early childhood teachers to 
facilitate social play in their 
preschool-aged students 
 
  
Program Theory 
-The Person Environment 
Occupation Model (Law et 
al.): poor fit between the three 
factors in enabling teacher’s 
occupational performance of 
facilitating social play  
-Knowles’ (1980) adult 
learning principles 
-Adult learning principles 
important for professional 
development for teachers 
(Gravani, 2012)  
-Kolb’s (1984) Model of 
Experiential Learning 
-Vygotsky’s (1978) 
scaffolding 
 
 
 
Interventions and Activities 
-Implement an evidence-based, 
occupation- and client-centered 
training program to improve early 
childhood or teachers’ abilities to 
facilitate social play more 
effectively: 4 weekly workshop 
sessions (2 hours) and 1 
individualized coaching and 
feedback session (30 minutes); 
topics covered include definition 
and value of social play, 
intentional and reflective practice, 
environmental supports and 
hindrances, and intervention 
strategies grounded in 
scaffolding. 
-Collect data on teachers’ 
perceptions of training program, 
knowledge of social play, and 
skills associated with social play 
facilitation competence  
Short-Term 
Outcomes 
-Preschool 
administrators 
and teachers 
demonstrate 
understanding 
of the role of 
occupational 
therapists as 
collaborative 
consultants 
-Preschool 
teachers learn 
knowledge of 
roles and 
strategies, and 
hands-on skills 
to facilitate 
social play of 
their preschool 
-Preschool 
teachers report 
improved 
knowledge and 
skills social 
play facilitation 
 
 
 
 
Intermediate 
Outcomes 
-Preschool 
administrators and 
teachers value 
increased 
opportunities to 
collaborate with 
occupational 
therapists in social 
play facilitation 
-Preschool teachers 
demonstrate 
improved play 
facilitation 
competence 
 
 
  
 
 
 
 
Program Outputs 
-# of preschool teachers trained 
-Educational and training 
materials  
 
Long-Term 
Outcomes 
-Increased 
collaboration 
between preschool 
teachers and 
occupational 
therapists 
-Increased social 
play in preschoolers 
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Appendix E: Participant Feedback Survey 
 
Participant Feedback Survey 
 
Instructions: Thank you for willingness to complete this survey about the training program you 
received. Your responses will help the program author and facilitators to better improve “Help 
Me Play”: A Teacher Training Program to Facilitate Social Play in Preschoolers to meet our 
participants’ needs. All answers you provide on this survey are confidential. Please respond to 
each statement by marking your answer as indicated.  
 
Dates of training program:  
Location:  
Facilitator’s name:  
 
 Strongly 
Disagree 
1 
Disagree 
2 
Neutral 
3 
Agree 
4 
Strongly 
Agree 
5 
1) The objectives of the training 
program were clearly defined. 
 
          
2) Participation and interaction were 
encouraged. 
 
          
3) The topics covered were relevant to 
me. 
 
          
4) The content was organized and easy 
to follow. 
 
          
5) The materials distributed were 
helpful. 
 
          
6) The practical components were 
helpful. 
 
          
7) This training experience will be 
useful in my work. 
 
          
8) The facilitator was knowledgeable 
about topic. 
 
          
9) The facilitator was well-prepared. 
           
10) The training objectives were met. 
           
11) The time allotted for the training 
program was sufficient. 
 
          
12) The meeting room and facilities 
were adequate and comfortable.           
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Appendix F: Multiple Choice and True or False Questionnaires 
 
Session One  
 
Instructions: Please read the following multiple choice questions carefully and circle 
the letter associated with the correct response.  
 
1) According to Parten (1932), how many sequential categories are there in the 
development of social play?  
A) 3 
B) 4 
C) 5 
D) 6 
 
2) Which of the following represents Parten’s (1932) sequential order of the development 
of social play? 
A) Parallel, associative, co-operative 
B) Solitary, parallel, dramatic, complex 
C) Onlooker, unoccupied, parallel, associative, co-operative 
D) Onlooker, unoccupied, solitary, parallel, associative, co-operative 
 
3) According to Parten (1932), which of the following is/are considered non-play 
behaviors? 
A) Onlooker and unoccupied 
B) Onlooker 
C) Unoccupied 
D) None of the above 
 
4) A target child plays alone, and is uninterested in or unaware of what others are doing. 
The child plays independently with toys that are different from those used by the nearby 
peers without reference to what they are doing. What type of social play is this target 
child demonstrating? 
A) Onlooker 
B) Solitary 
C) Unoccupied 
D) Parallel 
 
5) A target child plays plays with other children by sharing materials or talking to each 
other. All the members engage in similar activity. There is no division of labor, and no 
organization of the activity around materials, goal, or product. The children do not 
subordinate their individual interests to that of the group. What type of social play is this 
target child demonstrating? 
A) Co-operative 
B) Complex 
C) Associative 
D) Dramatic 
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Session Two  
 
Instructions: Please read the following statements carefully and circle TRUE or 
FALSE.  
 
1) Having a strong foundation and understanding of the value of play for 
development and learning will enable early childhood educators to engage in 
intentional and reflective practice for social play facilitation.  
TRUE OR FALSE 
 
2) Intentional and reflective practice means that teachers will observe and interpret 
children’s play needs as well as the dynamics of the play group, materials and 
setting before deciding the strategies they will implement to provide maximal 
support to facilitate social play.  
TRUE OR FALSE 
(It should be “just right support”) 
 
3) The first step in engaging in intentional and reflective practice is observation or 
assessment of a child’s play needs.  
TRUE OR FALSE 
 
4) Intentional and reflective practice urges teachers to always provide direct 
guidance to facilitate social play.  
TRUE OR FALSE 
(Guidance can be direct or indirect; moreover, in some situations, only 
observation is urged) 
 
5) It is not necessary to engage in intentional and reflective practice when a child 
appears to demonstrate complex forms of social play.  
TRUE OR FALSE 
(Intentional and reflective practice is the first step in determining a child’s 
play needs and it should performed to determine a child’s play needs) 
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Session Three  
 
Instructions: Please read the following statements carefully and circle TRUE or 
FALSE.  
 
1) Various elements and factors in the environment can support or hinder social 
play.  
TRUE OR FALSE 
 
2) Longer play periods allow children to engage in more complex forms of social 
play.  
TRUE OR FALSE 
 
3) Research shows that when teachers are physically near to children, they become 
less involved in social play facilitation.  
TRUE OR FALSE 
(Close physical proximity may be an important factor in increasing the 
likelihood that teachers become more involved in social play facilitation) 
 
4) Art materials and dress up clothes are considered play materials with relatively 
high social value.  
TRUE OR FALSE 
(Art materials are considered “isolate toys.” Dress up clothes do hold high 
social value as they tend to encourage more complex forms of social play) 
 
5) Low adult to child ratio acts as a barrier to social play facilitation.  
TRUE OR FALSE 
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Session Four  
 
Instructions: Please read the following multiple choice questions carefully and circle 
the letter associated with the correct response.  
 
1) Which theoretical framework guides the implementation of facilitative teacher roles in 
supporting social play? 
A) Child-centred practice 
B) Scaffolding 
C) Play-based learning 
D) Adult learning theory 
 
2) According to Tarman and Tarman (2011), what kind of effect do precarious teacher 
roles have on children’s play? 
A) Positive 
B) Neutral 
C) Negative 
D) Mixed effect 
 
3) According to Tarman and Tarman (2011), which of the following is NOT a facilitative 
teacher role in supporting social play? 
A) Onlooker 
B) Stage manager 
C) Co-player 
D) Director 
 
4) The teacher gives direct suggestions or explicit demonstration to enrich and extend 
play. The teacher may support the child in starting a play activity, provide behavior 
regulation, provide structure of physical and social environment by suggesting play 
objects that elicit diverse play activities and/or available peers. What type of role is this 
teacher demonstrating? 
A) Play leader 
B) Stage manager 
C) Co-player 
D) Director 
 
5) The teacher does not pay attention to children’s play and does not support play. What 
type of role is this teacher demonstrating? 
A) Onlooker 
B) Uninvolved 
C) Observer 
D) Stage manager 
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Appendix G: Self-Perceived Skills in Social Play Facilitation Questionnaire 
 
Self-Perceived Skills in Social Play Facilitation Questionnaire 
 
Instructions: This questionnaire presents a series of statements related to the 
skills and competences that may be important for success in social play 
facilitation of preschool-aged students. Your responses will help the author of 
“Help Me Play”: A Teacher Training Program to Facilitate Social Play in 
Preschoolers to better understand the effectiveness of the training program. 
Please read each statement, and select the answer that most accurately describes 
your proficiency level.  
 
Dates of training program:  
Location:  
Facilitator’s name:  
 
 Poor 
1 
Fair 
2 
Good 
3 
Very 
Good 
4 
Excellent 
5 
1) Engaging in intentional and reflective 
practice to foster social play 
 
          
2) Analyzing a child’s social play needs 
           
3) Providing the just-right supports to 
foster social play 
 
          
4) Setting up environments to foster social 
play 
 
          
5) Providing developmentally appropriate 
materials for social play 
 
          
6) Using physical naturalistic intervention 
strategies (e.g. using novel materials, 
joining the activity, inviting the child to 
make choices, using incidental strategies) 
 
          
7) Using social naturalistic intervention 
strategies (e.g. using comments and 
questions, requiring expanded talk, 
inviting interaction with peers) 
 
          
8) Taking on facilitative roles (e.g. 
onlookers, stage manager, co-player, play 
leader) 
          
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Appendix H: Executive Summary 
 
Executive Summary 
Introduction 
Any type of play has the potential to involve social play, which is marked by the 
interaction of a child with other children (White, 2016). In preschool years, interaction 
and play with peers take on increasing importance as children become social beings 
(Case-Smith & O’Brien, 2010). Through social play, children develop their social 
communication skills (Dennis & Stockall, 2015), motor skills, perspective taking and co-
operative behaviors (Ashiabi, 2007), and cognitive functions such as working memory 
and executive functioning (Lockhart, 2010). Despite the belief of early childhood 
educators or teachers of the importance of social play for development and learning, 
research suggests a lack of pre-service or in-service training focusing on how teachers 
can support social play effectively in the classroom (Vu et al., 2015). 
The American Occupational Therapy Association’s (AOTA’s) Occupational 
Therapy Practice Framework (OTPF) states that occupational therapy practitioners focus 
on assisting individuals to engage in occupations, daily life activities that are meaningful 
and purposeful, to enable participation in roles, habits and routines in home, school, 
workplace and community (AOTA, 2014a). Promoting positive interactions through 
social play is an important part of school-based occupational therapy (AOTA, 2014b). 
Although occupational therapists can work directly with children to improve social play, 
they can also provide consultative services to advise, educate, coordinate and collaborate 
with others involved in the child’s life (Rodger & Ziviani, 1999). Research has shown 
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that this collaborative consultative model of service delivery is well-received by teachers 
(Hui et al., 2016; Kennedy-Behr et al., 2013; Bose & Hinojosa, 2008; Reid et al., 2006). 
Occupational therapists are well-positioned to provide training to preschool teachers to 
promote their understanding of the value of social play and to impart knowledge and 
skills to facilitate preschool children’s social play more effectively. 
Analysis of the Problem 
This doctoral project aims to address the problem of a lack of evidence-based, 
occupation- and client-centered training programs for teachers to facilitate social play of 
preschool-aged students. The Person-Environment-Occupation (PEO) Model has been 
selected as a framework to guide analysis of the problem. The PEO Model maintains that 
occupational performance (OP) is the outcome of the dynamic relationship between the 
person, their occupation and the environment in which they live, work and play (Law et 
al., 1996). According to the PEO model, there are supports and barriers to OP at the level 
of the person (i.e. teacher), environment (i.e. preschool) and occupation (i.e. facilitating 
social play). At the level of the person, barriers to OP are: teachers receive limited 
training on social play in their educational programs (Lillvist et al., 2014; Kemple, 1996) 
and may not be supporting social play effectively as a result (Davis & Degotardi, 2015; 
Rengel, 2014; Dellamattera, 2011). At the level of the environment, there are 
organizational barriers (e.g. limited time) to collaborative consultation between teachers 
and occupational therapists (Bose & Hinojosa, 2008), community barriers (e.g. financial 
constraints) to outdoor play thought to promote social play (Ohanian, 2002), increased 
focus on academic curriculum which may limit time and support for social play 
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(Copeland et al., 2012), and varying abilities of preschoolers which may make it more 
challenging for teachers to set up appropriate social play activities and environments 
(Koegel et al., 2001). Finally, at the level of occupation, limited focus on play in 
accredited early childhood teacher education program (Vu et al., 2012) represents a 
barrier to optimal OP. While the National Association for the Education of Young 
Children (NAEYC, 2009a & 2009b), values play in its policies, it appears that it does not 
require specific courses or course content on play to certify accreditation for early 
childhood teaching programs (Vu et al., 2012). These barriers contribute to the following 
OP issue: teachers experience challenges in performing the meaningful occupation of 
facilitating social play in their preschoolers. Evidence based research supports the need 
for a training program to enable teachers to facilitate social play in their preschoolers 
more effectively.  
Theoretical Frameworks 
“Help Me Play” is guided by Knowles’ (1980) adult learning principles and 
Vygotsky’s (1978) concept of scaffolding in his social development theory. Successful 
teacher training programs have embraced adult learning principles by incorporating 
experiential-based learning and reflective practice to account for early childhood 
educators’ preference for training programs that are situated and meaningful to their 
practice (Chalufour et al., 2003; Lobman, 2005; Vu et al., 2015). The proposed training 
program is guided by the following adult learning principles: voluntary participation, 
self-direction, action and reflection, experiential learning, comfortable and supportive 
learning climate, and respect for different learning styles (Gravani, 2012). In line with 
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adult learning principles, the workshop sessions are organized using Kolb’s (1984), 
Model of Experiential Learning, based on the premise that experience is the building 
block of learning. Each workshop session begins with concrete experience, followed by 
reflective observation, abstract conceptualization and active experimentation. Several 
teacher training programs have also been influenced by Vygotsky’s (1978) scaffolding 
strategy, in which adults tailor their involvement in play to meet the needs of individual 
children (Trawick-Smith & Dziurgot, 2010a; Rosenthal & Gatt, 2010). “Help Me Play” 
includes an individualized coaching and feedback session to assist teachers in scaffolding 
children’s social play development. Several studies have demonstrated the benefits of 
coaching and feedback to help teachers apply what they have learned in a training 
program in their practice (Meadan et al., 2012; Howe et al., 2012; Schepis et al., 2003; & 
Kohler et al., 2001).  
Best Practices for Social Play Facilitation 
Based on a literature review on teacher training programs and factors impacting 
social play facilitation, four themes were identified and formed the basis for the content 
of “Help Me Play.” First, it is important for teachers to have a strong foundation and 
understanding of the value of play for development and learning (Ashiabi, 2007) to 
enable them to engage in intentional and reflective practice for social play facilitation. 
Intentional and reflective practice means that teachers will observe and interpret 
children’s play needs as well as the dynamics of the play group, materials and setting 
before deciding the strategies they will implement to provide the just-right support to 
facilitate social play (Trawick-Smith, 1998; Trawick-Smith & Dziurgot, 2010b). Second, 
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teachers need to engage in intentional and reflective practice as a consistent part of their 
observation and intervention planning process (Trawick-Smith & Dziurgot, 2010b; 
Chalufour et al., 2003; Trawick-Smith, 1998). Third, teachers need to consider 
environmental supports (e.g. teacher physical proximity) and barriers (e.g. varying 
abilities of preschoolers) in facilitating social play (Trawick-Smith et al., 2015; Fleer, 
2015; Singer et al., 2014; Tarman & Tarman, 2011; Kemple et al., 1997; File & Kontos, 
1993; Howes & Matheson, 1992; Martin et al., 1991). Finally, teachers need to consider 
various strategies grounded in scaffolding to facilitate social play of preschoolers (Howe 
et al., 2012; Stanton-Chapman & Hadden, 2011; Tarman & Tarman, 2011; Rosenthal & 
Gatt, 2010; Trawick-Smith, & Dziurgot, 2010a;). These strategies include naturalistic 
intervention tactics, which are approaches that use typical routines and activities in 
natural environments as the teaching context (Stanton-Chapman & Hadden, 2011) and 
that match children’s interests and actions to encourage peer interactions (Kohler et al., 
2001). These strategies also include facilitative roles in participating in children’s play 
such as co-player to model appropriate play skills (Tarman & Tarman, 2011).  
In light of these themes, the objectives of “Help Me Play” are to enable teachers 
to: 1) develop a solid understanding of the value and significance of social play for child 
development; 2) engage in intentional and reflective practice in social play facilitation; 3) 
set up developmentally appropriate play environment with consideration of materials; 4) 
generate a “professional toolbox” of strategies grounded in scaffolding to facilitate social 
play; 5) use scaffolding strategies more effectively in the classrooms.  
Program Overview 
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“Help Me Play,” an evidence-based, client-centered and theory-driven training 
program facilitated by an occupational therapist, provides educational opportunities for 
early childhood educators to support the development of social play among preschool 
students in an inclusive classroom setting.	It consists of four weekly workshop sessions, 
lasting two hours per session, and an individualized coaching and feedback training 
session lasting 30 minutes. The workshop sessions are conducted in small groups of eight 
to 12 individuals. The sessions cover the following topics: definition and benefits of 
social play, assessment of social play needs, environmental supports and barriers, and 
strategies to facilitate social play in preschoolers. The coaching and feedback sessions are 
scheduled at the participants’ convenience. The facilitator may use prompting, modeling, 
feedback (positive statement related to implementation of strategies and ways to use 
strategies more effectively) and encouragement to support the teacher in using strategies 
learned in the workshop more effectively in their classrooms.  
Proposed Program Evaluation Plan 
In the second phase of the program evaluation project, the author plans to conduct 
a pilot test of the training program in one preschool in New York City. The goal is to 
evaluate participants’ perceptions of the program and the effectiveness of the program in 
improving preschool teachers’ knowledge and skills in facilitating social play. It is 
assumed that the first phase of the program evaluation project, which consists of a purely 
formative evaluation to develop program content, has been completed. The author plans 
to use a focus group and a Likert-scale survey to collect qualitative and quantitative data, 
respectively, regarding the participants’ perceptions of the training program. Moreover, 
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the author plans to use a repeated measures pre- and post-test design to collect 
quantitative data to measure changes in preschool teachers’ knowledge and skills in 
facilitating social play. Participants are asked to complete multiple choice or true or false 
questionnaires and a self-perceived skills questionnaire to measure changes in knowledge 
and skills. The author plans to use an inductive thematic analysis to analyze the 
qualitative data from the focus group. Thematic analysis is a method for identifying, 
analyzing and reporting patterns or themes from the data (Braun & Clarke, 2006). The 
author plans on using Statistical Package for the Social Sciences (SPSS) to analyze the 
quantitative data. The repeat measures t-Test or repeat measures analysis of variance may 
be used to analyze the difference between means before and after participating in the 
training program. Data backup plan includes using an encrypted USB and external hard 
drive. 
Proposed Funding Plan 
In terms of available resources, the program author plans to use connections in her 
personal and professional networks to review program content, pilot test the program, 
gather feedback from participants, and expand the program. The proposed budget has 
been divided into Year One Budget, which focuses on costs associated with pilot testing 
the program at a private preschool in New York City and Year Two Budget, which 
focuses on costs associated with expanding the program and disseminating key messages. 
The estimated budget total for Years One and Two are $3786.18 and $11,099.50 
respectively, accounting for costs associated with personnel, consultants, equipment, 
supplies, communication, travel and dissemination efforts. Personnel, supplies and travel 
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expenses costs vary between Year One and Year Two based on program growth and 
increased program delivery. Consultant cost is kept minimal in Year One considering 
local available resources. Consultant cost in Year Two revolves around marketing efforts. 
Equipment costs are substantial in Year One; however, most of the equipment (e.g. 
laptop, LCD Projector, portable projector screen) can continue to be used in Year Two. 
Besides private pay, other potential funding sources for “Help Me Play” include grants 
from state government, local community organizations, professional organizations and 
crowdfunding. 
Proposed Dissemination Plan 
The dissemination plan includes target audiences, key messages, dissemination 
activities and preliminary budget and evaluation plans. Early childhood educators are the 
target participants of the training program and primary target audience of key messages. 
One key message is that they can increase their knowledge and skills in social play 
facilitation by participating in “Help Me Play.” Occupational therapists are the building 
blocks in expanding the training program and secondary target audience of key messages. 
One key message for this group is that “Help Me Play” enables them to collaborate with 
early childhood educators to facilitate social play of preschoolers. The spokespersons for 
“Help Me Play” are the program author and a participant from pilot testing. 
Dissemination activities include written information (e.g. submission to publications) and 
person-to-person contact (e.g. participation in conferences). Preliminary budget for the 
dissemination activities account for expenses such as conference registration and printing 
costs for promotional materials. The estimated total expenses for dissemination activities 
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for early childhood educators and occupational therapists are $1,801.72 and $1,623.95, 
respectively. Preliminary evaluation plan measures the effectiveness of dissemination 
activities and overall success of dissemination efforts.  
Conclusion 
In conclusion, “Help Me Play”: A Teacher Training Program to Facilitate Social 
Play in Preschoolers presents a unique opportunity for occupational therapists to engage 
in a collaborative consultative model of service delivery in preschool settings to foster 
children’s social play by collaborating with and providing education and training to 
preschool teachers. 
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 Appendix I: Fact Sheet 
 
 
 
Social	Play	
• Object	play,	pretend	play	and	physical	play	have	the	potential	to	involve	social	play,	which	is	marked	by	
the	interaction	of	a	child	with	other	children	(White,	2016).		
• Social	play	has	many	benefits	for	childhood	learning	and	development	including	improving	social	
communication	(Dennis	&	Stockall,	2015),	motor	skills,	perspective	taking	and	co-operative	behaviors	
(Ashiabi,	2007),	and	cognitive	functions	such	as	working	memory	and	executive	functioning	(Lockhart,	
2010).	
	
Problem	
• Research	conducted	with	students	in	early	childhood	teaching	education	programs	suggests	that	the	
preschool	teacher	curricula	have	not	fully	developed	their	competencies	in	supporting	children’s	play	
(Lillvist,	Sandberg,	Sheridan,	&	Williams,	2014).		
• Despite	the	belief	of	early	childhood	educators	or	teachers	of	the	importance	of	social	play	for	
development	and	learning,	research	suggests	a	lack	of	pre-service	or	in-service	training	focusing	on	how	
teachers	can	support	social	play	effectively	in	the	classroom	(Vu,	Han,	&	Buell,	2015).	
	
Solution	
• “Help	Me	Play,”	an	evidence-based,	client-centered	and	theory-driven	training	program	facilitated	by	
an	occupational	therapist,	provides	educational	opportunities	for	early	childhood	educators	to	support	
the	development	of	social	play	among	preschool	students	in	an	inclusive	classroom	setting.	
• The	measureable	outcome	from	program	is	improved	knowledge	and	skills	of	early	childhood	educators	
or	teachers	in	facilitating	social	play	in	their	preschoolers.	
 
Theoretical Basis of “Help Me Play” 
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Overview	of	“Help	Me	Play”	
• Four	weekly	group	(eight	to	12	individuals)	workshop	sessions,	two	hours	per	session,	and	an	
individualized	coaching	and	feedback	session,	lasting	30	minutes.		
• Workshop	sessions	format:	introduction,	learning	objectives,	concrete	experience	(brainstorming),	
reflective	observation	(descriptive,	comparative	and	critical	reflection),	abstract	conceptualization	
(didactic	component),	active	experimentation	(practical	exercises,	role	play,	discussion	questions),	
conclusion,	questions	and	comments.		
• The	individualized	coaching	and	feedback	sessions	are	scheduled	at	the	convenience	of	the	participants	
to	assist	them	in	using	scaffolding	strategies	learned	in	the	program	more	effectively.	
		
	
	
Impact	on	the	Provision	of	Occupational	Therapy	Services	
• Play	is	regarded	by	occupational	therapists	to	be	the	occupational	or	life	role	of	young	children	(Rodger	
&	Ziviani,	1999).		
• Along	with	the	provision	of	strategies	and	techniques	that	assist	the	child	directly,	education	and	
training	of	other	team	members	in	the	child’s	life	is	also	an	important	service	that	occupational	therapy	
practitioners	provide	(American	Occupational	Therapy	Association,	2011).	
• Research	suggests	that	this	occupational	therapy	collaborative	consultative	model	of	service	delivery	is	
well	received	by	teachers	(Hui,	Snider,	&	Couture,	2016).		
• Given	occupational	therapy’s	view	of	play	as	a	need-fulfilling	and	important	occupation	in	the	life	of	
children,	occupational	therapists	have	a	distinct	value	in	delivering	a	training	program	that	will	enable	
early	childhood	educators	to	facilitate	social	play	in	their	preschool-aged	students	more	effectively.	
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